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Abstract
The goal of the present study was to investigate the effectiveness of a guided peer editing
activity for multilingual college freshman. This was an example of action research that
began winter quarter 2013. The study used an activity where peer writers and responders
identified and corrected errors in essays. Writers then choose which suggestions were
errors to change and which did not need change. The study took place at Eastern
Washington University in an English 112 class. English 112 is English for Academic
Purposes (EAP) which is an English composition class. It took a total of four class
periods in two different classes to complete the study. The subjects were taking this
course in preparation for English 101 composition. A total of 18 students participated in
the study, and they were mainly from Saudi Arabia, but a few were from Japan, China,
and Pakistan. Students were divided into pairs for the guided peer-editing activity and
had to complete three parts which were forms A, B, and C. This included practice with
reading to understand content, identification and correction of errors, and a reflective
journal on the process with the benefits and challenges. Students had both cultural
similarities essays and argumentative essays to use for this activity. A mixed methods
approach was used that employed both qualitative and quantitative methodology.
Findings of the study suggest that guided peer response is a positive activity for students
and it contributes to improvement with grammar, error identification, and the writing of
multilingual writers at the college level. Collaborative learning with community building
is also a positive outcome. Finally, the results of the present study provide useful insights
into teaching writing to multilingual students and ideas for training peers for this kind of
activity.
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Preface

Since I was a child, I have had a lot of questions about people and the world. A
strong interest in geography, sociology, history, maps, and languages prevailed
throughout my time in grade school. Thinking back, I loved creating maps, learning about
countries, learning how people lived in those countries, studying languages, hearing
stories of American and world history, and thumbing through atlases. Continual thoughts
of visiting places in the world prevailed throughout my time in secondary and postsecondary school. As far back as I can remember, traveling had been a key interest to me.
Some of my best memories were of going on family road trips to the ocean and to states
in the Northwest. My first experience abroad was at the end of my senior year of high
school. I had a two-week trip to Germany, Belgium, and Holland. It was an amazing and
unforgettable experience that provided me with an opportunity to learn about a few
cultures of Europe. This was a precursor to the more extensive travel I would embark on
in the near future and to my developing interest in teaching English abroad.
In addition to travelling, language learning had been an interest as well. I learned
a little Spanish in middle school and had a year of German in my second year of college.
Those first experiences with language study were very challenging, and I never felt that I
had natural ability with acquiring languages or a certain inner draw towards them.
Henceforth, it was not until my experience in Asia that I would fully realize the value of
learning foreign languages.
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After the completion of my B.A. in Interdisciplinary Studies at Eastern
Washington University, I had an experience teaching conversational English in a teaching
program in China. The name of the program was, “Teaching and Learning in Shenzhen,
China Program.” This was my first opportunity to actually live abroad on my own, while
learning how to teach ESL and how to speak, read, and write Chinese. This experience
provided motivation for learning Chinese because I had to use the language almost on a
daily basis and had a strong interest in Chinese culture. Feelings towards a culture, as
research suggests, influences motivation in second language acquisition. While living in
Shenzhen, China, I enjoyed taking Chinese classes for nearly the duration of my time
there. Overall, the experience was much better than previous formal language study in
the past, so I progressed to a fairly decent conversational level and could get around quite
easily without the use of English. The language training at Beijing University was an
exciting experience that involved a month of intensive Chinese study combined with
TEFL study, and it culminated with receiving a certificate to work as a teacher in the
public school English teaching program. This provided a foundation for my introduction
into teaching English as a second language and my continued interest in this field as a
career option.
After about two years of teaching high school students in China, my career
continued with a teaching position in South Korea, a country I knew nothing about at the
time. Teaching for the next four years included contracts and part-time positions in a
variety of settings that included the following: a one-on-one adult language institute, a
public high school, a private kindergarten, and a public elementary school. These
positions provided me with valuable experiences with classroom management, teaching
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different levels of students, and methodology needed to effectively teach English.
Through the experience, I gained a broader sense of what multilingual students have to
face and anomie they may experience. I can relate to the feelings that foreign students
have here in the states. Hardships, struggles, successes, and failures were commonplace
throughout my time teaching in Korea. I came close to leaving the country on several
occasions but persevered to overcome the obstacles and gain a more economically sound
position. Acquiring the Korean language was a challenge far greater than acquiring
Chinese and especially with speaking and listening. It was a consensus among foreigners
about the extreme difficulty of speaking and listening in Korean. Nonetheless, by the
completion of my last contract, I progressed to a high-intermediate level of reading,
writing, speaking, and listening. This was thanks in part to having a Korean wife as an
influence in the last year and a half of my time there. Before moving back to the U.S., I
knew that my career choice had been solidified, and I truly loved the field.
When my wife and I moved back to Spokane, Washington, I decided to attend the
MATESL program at Eastern because it fit completely with my goals and passion for
teaching. This program will open up opportunities for me to teach at the post-secondary
level and increase my understanding of teaching methodology, curriculum development,
second language acquisition, grammar, etc.
The coursework has provided me with a comprehensive framework for
heightened professionalism in the field of TESL. Particularly, the internship with English
112 provided practical teaching and observation experience for multilingual students
preparing to enter English 101 composition. The class had an international group of
students with a diverse set of learning styles. This internship was beneficial for gaining a
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higher understanding of how a variety of students from different cultures acquire English
rather than just how Chinese and Koreans acquire English. Additionally, I observed the
use of an EAP curriculum based on a biography of Eleanor Roosevelt. Dr. Reeves used
the biography along with a variety of supplementary material to incorporate reading,
writing, listening, speaking, visually representing, and viewing into classroom
instruction.
Community building was a concept that I learned from Reeves—this will carry on
for me as a part of my philosophy of instruction. To illustrate my views within
instruction, there was a journal in mind that I taught in the internship which framed this
idea for students. The journal described my personal experience as an outsider in a
foreign country and my journey to become an insider through challenges, marriage,
friendships, and accomplishments. The class discussion included talking about how the
students had struggles with living in the states. After discussion, students wrote their
own reflective journals on their lives in America and how they progressed to have more
inclusion in society. Emphasis that we are all a community of learners and the
importance of community building with one another signaled the conclusion of the
reflective journal lesson. Every other week, I taught a short journal to the class. Not only
had 112 students improved their writing through my journal lessons, but also I improved
my writing. Dr. Reeves wrote alongside students with my journals and that created an
atmosphere where students saw the teacher as not only a teacher but as a writer as well.
This creates motivation for the students to write and be in a community of writers.
In addition to journal writing, writing and listening activities were taught with the
use of video clips. The use of video clips for writing and listening dictation will greatly

xii

influence me in future teaching. I look forward to making good use of technology to base
the planning of lessons. Examples of videos and themes had sparked a variety of ideas for
developing my own lessons. With more time and understanding of multilingual students,
I hope to employ the kinds of lessons presented. I can hope to have the effectiveness with
the students that Dr. Reeves had displayed in the class.
Additionally, the conferences with revising the drafts of students’ weekly essays
gave me my first experiences working with college level ESL students from a wide range
of abilities, cultures, and backgrounds. Mainly, the bulk of my teaching experience was
with elementary and high school students from China and Korea. The conferences I had
in the internship were with students from Saudi Arabia and it was much different than
working with the Asian students I taught in the past. All in all, the experience with
conferences to revise students’ writing was positive and invaluable to my knowledge base
of a diverse group of multilingual students.
In addition to the internship experience, the curriculum I created stood out as a
highlight of my learning experience at Eastern. This curriculum creation had prepared me
for success with teaching EAP in the college level in the states and abroad. A biography
on JFK was my choice to base my curriculum on. Holistically, the experience and
progression through the program strongly contributed to my goals, interests, and
motivation to continue in this field.
My thesis is based on the use of a peer editing activity for multilingual students.
Through the writing of the thesis, I gained a higher appreciation for the value of this
research. The research provided me with a solid base of understanding to improve the
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writing of my future class of L2 learners in Korea or other nations I hope to experience
working and living in.
Teaching Philosophy
Throughout my experience abroad and in the MATESL program, certain patterns
of successful instruction through trial, error, and observation have emerged to influence
my teaching philosophy. Namely, the idea of atmosphere has been key to what I consider
a factor in the development of a second language. Krashen’s affective filter addresses the
issue of comfort level in the classroom as influencing second language acquisition. I
could not agree more strongly with that point. My philosophy of an ideal classroom can
be described in several ways. First, heuristic teaching methods are essential to have so
students can learn, discover, and find solutions to problems. For example, types of
brainstorming activities can be designed. Next, it is ideal to have a classroom that is
communicative, democratic, encouraging, and positive. Building a community in the
class is important for this setting. Further, daily writing and developing a community of
writers will contribute to the creation of a high achieving class. Group, pair, individual,
and whole class work should be included in the organizational structure when completing
tasks and activities. Equal participation in class discussions should be encouraged as well.
Students’ concerns, issues, or problems should be listened to and addressed by the
instructor. Also, a balance of teacher and student-centered instruction can take place.
This type of class allows students to move closer to their greatest potential in language
acquisition. The right organization, atmosphere, and methodology are central to a
successful class. Motivating students to work to their highest potential is also an
important factor for success.
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To illustrate the concept of motivational activities, I would like to describe what I
have learned at Eastern and what I have learned while working as a teacher. Using
materials that are relevant to the students’ lives, famous people’s lives, current events,
problem solving, and practical real-world issues can strongly motivate in reading,
writing, listening, and speaking. Visually representing information that connects to the
topic, viewing materials related to topics, and reading a whole piece of literature can
contribute to students’ motivation and interest as well. This further can positively
influence the outcome of student performance in the six language arts which are reading,
writing, listening, speaking, viewing, and visually representing.
The use of Bloom’s taxonomy for lessons within class instruction also has a role
in my teaching philosophy. Moving from the knowledge and comprehension level to
application, analysis, synthesis, and evaluation is important to consider when creating
materials for students. When providing activities and assignments, inclusion of questions
that reflect higher order thinking skills will increase English language learners’
development. For instance, they should problem solve, rank items lists, write
persuasively, reason, combine ideas, and apply information in a variety of situations.
In addition, providing a postmodern curriculum with multivocity emulates a
larger purpose with my instruction. Multivocity is many voices such as student voice,
teacher voice, or writer voice. This is beneficial because students gain a wide spectrum of
views in numerous subjects, and it provides a more holistic education of society, politics,
religion, economics, socio-economics, and socio-cultural understanding. Multivocity
provides diversity in views of solving problems and understanding our environment.
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Finally, my philosophy includes implementing instruction to address the use of
the language of BICS and CALP. BICS stands for, “Basic Interpersonal Communication
Skills,” and CALP stand for, “Cognitive Academic Language Proficiency.” The
understanding of BICS language is necessary for second language acquisition instruction
because of inherent informal speech and slang used in everyday language that is highly
essential for English competence among English language learners. Conversely, CALP
language is essential for formal language in formal or academic setting such as a
university. Competency in CALP is essential in academic settings for the six language
arts. Instruction for both types of language is necessary for the language development of
ESL students. BICS and CALP instruction is important for English language competency
and serves a variety of purposes for students which include the workplace, school, home,
or in everyday life. Classroom instruction should have a variety of goals in mind to
improve students’ language skills and theories and methodologies should be implemented
in effective ways. On the whole, teaching takes strong dedication and effort. Continual
change and innovation is essential to meet the growing needs of English language
learners.
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Chapter 1
Introduction
Statement of the Problem
Peer editing is increasingly being used in composition classrooms as a way of
improving the grammar and content of the writing of native and non-native speakers of
English. Feedback solely from the teacher does not always provide alternative
perspectives that students may benefit from and also the focused feedback that peers
provide. Andre (2010) explained, “Communication with students over the content and
mechanics of their writing has, for the past 30 years, been a continuing challenge for
teachers of both native English speakers (NES’s) and non-native English speakers
(NNESs) or English language learners (ELLs)”( p.11). Teachers in the past have had an
overuse of corrections on student’s papers and this has been shown to be detrimental.
Research has shown that minimal marking by teachers has been much more effective for
students to identify their mistakes and save time for teachers (Haswell, 1983, p. 600).
This helps to decrease writer’s apprehension and have more ownership over their writing.
Andre continued, “In composition courses where teachers spend considerable time giving
feedback to students on working drafts of essays, teacher-written commentary—whether
some consider it a science of an art—can be a particularly challenging task”(p.11). Eksi
(2012), states, “The teacher’s response to a piece of writing is an orthodox method
practiced in most L2 writing classes to improve text quality, which, in turn, can leave
teachers with too much paper work to evaluate” (p. 33). Teachers need writing strategies
to aid the teacher feedback; peer feedback is the answer.
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When focusing on grammar for a peer response activity, it is significantly helpful
to have awareness on the difference between errors and mistakes in writers’ papers.
Mistakes are simply mishaps in writing that the writer understands, but just didn’t pay
close enough attention to. They can be self-corrected by the writer and are performance
based. On the other hand, errors are considered as systemic misunderstandings in the
writing that the writer does not understand and cannot self-correct. The writer needs
teacher and peer editing to fix the errors, and this is competency based. Through direct
instruction by the teacher and collaborative peer editing, writers can address these in their
essays and journals. The process approach to writing encompasses peer editing activities
for revisions. The shift from the product approach to the process approach of writing has
taken place throughout composition classrooms in the country. Peer correction can help
multilingual writers recognize their level of ability as well as their demands for
improvement with their writing. They can effectively reduce the amount of grammatical
errors as opposed to content with this process. To help students follow the process
approach for writing to revise drafts, peer review can be incorporated in the classroom for
students to act as the audience and collaborators (Berbache, 2007, p.3). This can allow
students to see the teacher as not the sole expert on their writing and offer writers a
variety of approaches to improving their drafts.
The present study focuses on the use of guided peer editing for multilingual
writers at the freshman college level. Through this type of activity, multilingual peers can
be responders and improve their ability to analyze the mechanics and usage of others’
writing as well as receive useful advice for their own writing. This action research took
place during winter quarter of 2013 on the campus of Eastern Washington University.
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This action research will provide an overview of relevant sources about the
usefulness of guided peer editing for grammar in the writing of multilingual writers at the
freshman college level. In the ESL classroom, students may not want to show off or lose
face by giving the wrong answer. This is particularly true for Asian students. Peer error
correction will allow students to feel more comfortable in the learning environment.
The Need for the Study
This study is an example of action research, which is intended to influence
students’ learning progression and to see if the new activities should be incorporated into
the curriculum. “The best way for educators to know if new approaches will work for
their students is to participate in action research” (Diimmel, 2005, p.7). In addition to
Diimmel, numerous researchers in the field have come to the same conclusions about the
use of this type of research. Tsuchiya (2008) stated, “Since there are considerable
technological tools available in the field today, we, teachers are not sure which tool we
should implement into our course curriculum” (p. 3). Furthermore, the present study of
action research using an activity with guided peer editing will expand educators’
curriculums, and it will provide a method to consider for teaching composition for
multilingual writers.
This thesis will suggest one way of allowing multilingual writers an opportunity
to have face-to-face guided peer editing that will help to create a community of writers
and learners. Having a community of writers is essential to have in any English as a
second language classroom because everyone can work together and learn from one
another to improve their writing. As primary investigator and instructor, I conducted this
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quasi-experimental case study in an English 112 classroom. Through discussion about the
positive expected benefits, I had students participate in the peer editing activity with their
final drafts of their Friday essays. Despite the challenges of the activity, benefits are
expected to be substantial for both the writers and responders of the essays.
Context of the Present Study
English 112
English 112 is the English for academic purposes class (EAP) at Eastern
Washington University. This class prepares international students for English101
composition. Dr. Reeves designed the curriculum based on the use of a biography. Two
instructors other than Reeves are teaching the class for winter quarter this year. They
both follow Reeves’ curriculum with examples of daily writing, journals, and weekly
Friday essays based on one of the topics of the daily journals. One class is using
Abraham Lincoln and the other is using Hiroshima victims as the biography focus.
Students write one hundred words in response to the journal’s prompts. Students are then
asked to respond to the journals after reading them and not correct the grammar. The
Friday essays are 500 words and the first draft is completed during the 50 min. class
period. Later, students are given a chance to revise their essays into a second or third and
final draft. Students can improve their grammar in class through grammar in the context
of their own writing and usually students’ journals provide a context for this. Grammar
mini-lessons are taught to address key mechanics and usage mistakes that many students
have in their writing.
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Researcher’s Assumptions
The Critical Ethnography Report
TESOL, our international professional organization, sets guidelines for qualitative
research, explaining that “detached, controlled, authorially imposed version of the
findings” is not always desired. “Other emergent genres of research reporting adopt
greater reflexivity (in representing the personal shaping of the findings, in light of the
changing biases, subject positions, and involvement of the researcher)” (TESOL.org).
This means that the researcher must disclose assumptions and biases prior to data
collection, so the following were my assumptions, which will be addressed in detail in the
reflection in Chapter 4:
Assumption 1: The researcher will be able to teach a peer editing technique that
multilingual writers and responders find valuable.
Assumption 2: Responders will be able to identify many of the local errors in grammar
and mechanics when they provide feedback for their peers.
Assumption: 3: The writers themselves will consider the corrective feedback from peers
and will be able to decide if correction is needed based on feedback.
Assumption 4: Writers and responders will have some difficulty with this activity until
they become more experienced with the process.
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Research Questions
The purpose of this qualitative quasi-experimental case study was to introduce a
guided peer editing activity in a composition class for multilingual writers in order to
answer the following questions:
1) How do multilingual writers respond to being taught a peer editing activity and to
identifying errors in final drafts of their own and peers’ compositions, and what were the
noted challenges?
2.) How many errors in mechanics and usage can multilingual peer editors identify and
correct in other writers’ final drafts of essays?
3) How many of the errors identified by responders do writers perceive as errors and
choose to change before submitting their final drafts?
4) What do responders and writers self-report about the benefits of this guided peer
editing activity?
Overview of thesis
This thesis consists of five chapters along with a set of appendices. Chapter 1 is
the introduction with the statement of the problem. Chapter 2 focuses on a review of
literature necessary to understand the background of this study. Chapter 3 is about the
methodology, data collection, and data analysis. Chapter 4 is on the discussion of the
findings and reflection. Chapter 5 is the conclusion, limitations, recommendations for
future research, and final reflections.
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Chapter 2
Review of Literature
Chapter 2 is a review of literature on theory supporting the use of guided peer
error correction, online programs for teaching, benefits of peer review for writers and
responders (Andre, 2010), and peer error correction. The purpose of this chapter is to
provide a review of literature examining the use of guided peer editing to reduce the
number of errors in the writing of multilingual college level students.
Theory supporting the use of guided peer error correction
In second language acquisition, various authors provide theories that lead to
effective understanding and methodology for the instruction of L2 learners. Specifically,
Krashen (1982) provides his theory on this topic. He states, “What current theory
implies, quite simply, is that language acquisition, first, or second, occurs only when
comprehension of real messages occurs, and when the acquirer is not “on the defensive,”
to use Stevick’s apt phrase. Language acquisition does not require extensive use of
conscious grammatical rules, and does not require tedious drill. It does not occur
overnight, however. Real language acquisition develops slowly, and speaking skills
emerge significantly later than listening skills, even when conditions are perfect.” (pp. 67). Teachers and students should be aware of the process of learning a language and have
realistic expectations of how the inter-language of the learner progresses. Krashen went
on further to explain, “The best methods are therefore those that supply ‘comprehensible
input’ in low anxiety situations, containing messages that students really want to hear.
These methods do not force early production in the second language, but allow students
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to produce when they are “ready”, recognizing that improvement comes from supplying
communicative and comprehensible input, and not from forcing and correcting
production.”(p. 7). With this explanation, ESL teachers can modify their instructional
methods and lessons to allow multilingual students time to produce language with a
comfortable ambiance rather than forceful drill and immediate results of spoken and
written communication.
Input should be provided that addresses the subconscious as well as the conscious
aspect of learning; comprehensible input is mostly concerned with subconscious learning
of grammatical rules of the language. In grammar, the monitor model is concerned with
what students consciously perceive to be errors in output. It is important to note that the
conscious rules of grammar should be learned, but only a small set rather than a large
difficult set for use in the monitor (Wilson, 2000, p. 6). Krashen explains that acquisition
can occur without conscious learning of rules quite often. The students have acquisition
best with their comprehensible input at plus one or “i+1” (p. 84). This is comprehensible
input at one level beyond their ability.
When teaching grammar, the teacher should understand that the class should be
taught in the language of the grammar and the students should be interested in the
material only at the comprehensible input. This is more necessary for acquisition rather
than merely the content of the lesson. Extensive use of the target language should also be
used (pp. 6-7). For example, ESL classes in Japan and a lot of other countries may use
the grammar-translation methodology to teach language in the students’ first language, so
they have very limited exposure to authentic spoken language in a communicative
context. With this method, classrooms may use isolated drills that do not provide enough
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comprehensible input. Moreover, this strongly hinders students’ language acquisition and
performance.
Another theory that coincides with Krashen is Piaget. Several authors stress the
importance of Jean Piaget’s constructivist theory in teaching. This fits in with effective
lessons taught in the ESL classroom with technology. There are a variety of approaches,
methods, and techniques that may be associated with constructivism such as: whole
language instruction, participatory, LLC, and project-based learning (Weinstein in CelceMurcia, 2001 p. 179). Particularly in whole language classrooms, “learners work
together to read and write for and with each other and evaluate products together” (p.
180). This approach can be used with online lessons when teaching ESL. Jonassen in
Wang (2008) explains constructivism. “The basic belief of constructivism is that
knowledge is actively constructed by learners rather than transmitted by the teacher;
learners are active knowledge constructors rather than passive information receivers”
(Jonassen in Wang, 1991, p. 5). Teachers need to have responsive teaching to meet
students’ needs and interests. Students can actively pursue learning and construct
knowledge through interaction. “As teachers are facilitators in a constructivist learning
environment, the pedagogical design must enable teachers to scaffold students during a
learning process” (p. 5).Guided peer editing fits this type of environment because the
instructor has a strong role in scaffolding with the activity. Students are given an
opportunity to construct their own opinions of corrections needed through pair interaction
as responders of writing. In addition, they are given suggestions for improving their own
writing through editing.
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Peer editing with online programs
Online programs for teaching English composition and ESL instruction have been
used for peer editing. There have been positive as well as negative results for the use of
these programs. All over the world online learning in education is growing fast (Yeh &
Lo, 2008, p. 1). Computer- mediated communication tools such as: chat, messaging, email, groups, social networking sites, etc, can be effective to improve writing among ESL
students. Wang (2008) explains his position about ICT, which is another name for CMC.
He explains how effective integration of Information and Communication Technology
(ICT) into teaching and learning is becoming an essential competency for teachers. He
has a generic model which has three important elements: pedagogy, social interaction and
technology. Teachers should integrate ICT into their curriculum with this model.
Constructivist theory provides the foundations for this model (p. 2). This use of ICT was
concluded to be positive.
One example of ICT is social networking sites. They are steadily becoming more
popular and are increasingly being used in ESL and English composition classrooms for
peer review activities and other types of writing activities. There are some issues about
confidentiality concerning the use of social networking sites though. Some sites may
cause concern such as Facebook or Twitter in regards to confidentiality, but in certain
controlled settings, they can be used to help writers. Other pages on university websites
have been known to be effective for writing instruction. Blackboard, an academic
discussion board for the Eastern Washington University website, has been used by
teachers and students for posting assignments, completing writing assignments,
discussion, and peer review. Dimmel (2005) supported the use of this for writing
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instruction in her thesis. She described the benefits of Blackboard for sharing and
responding to writing by students outside the classroom. For instance, some of the
benefits were given such as: writers can collaborate with a variety of students, it’s
student-centered, it can be accessed at any time, writers are given more time to develop
their thoughts and sentences, and the program has teacher monitoring to control the type
of content written (p. 22). This is one type of ICT that was successful for multilingual
writers, and it positively contributed to their writing.
Further, another name for ICT is computer-mediated communication or (CMC).
Warnock (2009) explains the usefulness of CMC for students’ writing. Synchronous and
asynchronous communication is central to this kind of technology. Examples of
synchronous are chat and messaging. This allows students to have instant
communication with immediate feedback. Asynchronous communication is e-mail,
discussion groups, message boards, and others. Both are useful for students to improve
their writing in the classroom (Whittemore, 2009; Dimmel, 2005). Students could have
team projects where they e-mail corrections, or they could also have writing assignments
on message boards. Group discussions on message boards provide opportunities to
participate in discussions with other English learners from around the world (Warschauer,
Shetzer, Meloni in Warnock, 2000, p. 40). Research has shown that CMC tools, and
especially chatting in interaction can encourage learners to engage in communication
more readily for peer feedback sessions (Chun, Reid, Sullivan & Pratt in Cha, 2008, p. 5).
Chat can be used with Facebook, Yahoo messenger, MSN, TappedIn, Livemocha,
Sulantra, Skype, etc. These forms of synchronous communication will increase language
acquisition in the ESL classroom and create a motivating and engaging atmosphere. All
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of these programs have text, audio, and video interaction, and this motivates students
when acquiring a second language. Chat is the most widely used tool in education so far.
Almeida (2002) presents her case in an article about chat. She explains it in the following
way, “Using chat means that the target language is learned by interacting with people
from the real world, in real time (often across several time zones) and using language of
the real world, whether they are native or non-native speakers.” (p. 1). Chat will continue
to be utilized and developed in the future as an authentic and communicative tool for
language learning. ESL writing courses will continue to have forms of CMC within their
curriculum. Social networking sites have chat, group pages, and other web programs that
can be used inside and outside ESL and EFL classrooms. Outside the classroom
(Tsuchiya, 2008) found that CMC has considerable benefits as an educational tool (p.
26). Inside the classroom in an academic setting some forms of CMC should be
controlled carefully to meet the needs of students in a safe, secure, and non-threatening
atmosphere. One type of CMC that could be useful for peer error correction in writing
under certain circumstances is Facebook. Even though this will not be the focus of the
present study, it should be considered for future research to use for peer error correction
in English as a second language writing classes.
Facebook
Facebook, as a computer-mediated communication tool, has been used together
with traditional face-to-face instruction increasingly in classrooms because of enormous
popularity globally, and the fact that it fits in with the communicative language teaching
approach. Currently, it is the most popular social networking site and research has
explained benefits for use in classrooms. Facilitating online peer error correction with
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Facebook is less threatening, more comfortable, creates a cooperative atmosphere, and
causes less anxiety than having teacher feedback for many students. Additionally,
students can work on their own time and place asynchronously. The affective domain is
addressed among students with this form of CMC and peer error correction activities can
be used. Many students may feel more comfortable with the written form of error
correction rather than out loud in class. Emoticons within the site can be used to judge
students’ writing more kindly as well. The organized use of positive emoticons addresses
the concern of students’ self-esteem with the corrections given.
Facebook is an all in one site that has file, photo, text, audio, and video sharing.
Many other sites such as Myspace or Flikr, cannot compare to the popularity and content
of Facebook. Facebook is a site that people already visit anyway, so it would have
enormous strength for motivating students. Studies in both the English composition
classroom and ESL/EFL classroom all point toward positive results. A sense of
community and relationship building are important to the success and development of
writers, and Facebook provides that community. Developing a community of writers is
also essential in every type of composition class.
Numerous popular social networking sites on the internet have been used for
English language learning, but Facebook is by far the most popular, and so it has
implications for increasing motivation, interest, peer collaboration, and error correction in
writing. McCarthy (2010) provided a pilot study that blends virtual and physical learning
environments using Facebook for first-year international and local composition students.
The study involved 120 students that were between the ages of 17 to 26. They took part
in the completion of a pre-semester survey, a post-semester survey, and a paper on the
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reflections of the experience. The results of the study had shown that the international
students engaged with their local peers for increased cross-cultural understanding. It was
also a strongly collaborative atmosphere with the blended approach. A point was
discussed about the importance of having this as clearly supplementary in a classroom.
McCarthy noted that, “A physical classroom allows students to interact in a face-to-face
environment, essentially transforming the often impersonal virtual interaction into a
meaningful connection” (p. 740). This shows that the virtual learning has some
limitations and cannot provide the complete personal interaction that the physical
classroom can offer. A blended approach was explained as being the most effective. This
could be defined as using both social networking on the internet and real classroom
collaboration that is face-to-face for writing activities. Furthermore, it cannot be the sole
form for instruction and more research should be conducted to evaluate using it
completely on its own. McCarthy presented his case for using Facebook. Students are
used to this site and visit it frequently, so it is more comfortable to use than other
networking sites. “In an online learning and teaching environment, students are able to
communicate at their own pace and consider comments and responses, rather than being
‘put on the spot’ in the physical classroom” (p. 1). Multilingual students can be
particularly shy when communicating in a face-to-face classroom environment, so with
this program students can use what they have written and learned in the virtual
environment and transfer it into a real classroom.
Gudykunst and Nishida (1994) stated, “Both Japanese and North Americans, for
example, may fear feeling incompetent when speaking each other’s language.” (p. 88).
They also worry about verbal conflict or speaking badly in front of people from other
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cultures . Further, the Japanese students may be more uncomfortable with the whole class
observing their weaknesses in grammar and content. They could actually feel more
shyness and discomfort if everyone from the classroom could see comments on
mechanics and usage errors as opposed to only one other student in a controlled and
monitored one-on-one online activity. Therefore, more research may be needed on how to
keep the online program activities more confidential and comfortable for students and
especially certain nationalities of students who may have more sensitivity on the issue.
Henceforth, teachers should be aware of their students’ cultures in their classrooms when
designing activities and lessons. Cooperative learning through peer feedback without the
use of online programs had some positive results from a study with Japanese students.
Hirose wanted to consider how Japanese students who never had peer feedback activities
would respond to this type of classroom activity. The study had fifteen Japanese
university students that were 22 years old. They had feedback forms, questionnaires, and
essays (pp. 2-3). Results had shown communication improvement, improvement in
writing, and improvement in discovering errors among peers (pp. 3-4). Cooperative
learning activities that focus on peer review can have positive results without the use of
technology and social networking when teaching groups such as the Japanese. They may
need more successful experiences with the use of networking sites before they are
included as a supplement in their composition classes.
More studies are increasingly having the inclusion of the blended approach. With
teaching instruction, this is where a class has virtual and real classroom instruction. Shih
(2010) presents a blended approach for ESL instruction in his study. He found that faceto-face instruction together with online instruction will create an effective teaching and
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learning experience for both instructors and students (p. 1). Cooperative learning can
take place among students where they can work together in groups, make reflections,
make comments, and give suggestions to other students in the group. This is directly in
line with social constructivist ideas. The students in the study were twenty-three
freshmen that majored in English at a Taiwan university. The qualitative study had pretest, post-test, questionnaire, and student interviews. This study’s results found that
Facebook can be interesting and effective for English writing instruction in college-level
classes (p. 1). In addition to this study, a pilot study was done that provides some insights
into this program’s use.
A pilot study on CMC took place at the University of Western Australia. Cluett
(2010) completed a study for community building of students with the use of Facebook.
“Interactive online tools such as social networking offer opportunities to improve
communication between students and university staff, supplement learning, and facilitate
interaction between groups of students in ways that aid their engagement with campus
culture”(p. 1). This study gave positive results in several ways such as: early connection
with students, friendly online presence, using an online environment that students are
already using, and others (p. 1). This parallels university studies that have positive results
such as one describing the benefits of collaboration among students. This study had
shown its effectiveness as an online collaborative informal tool that could be used for
classroom activities such as study groups and learning about the course processes
(Lampe, Wohn, Vitak, Ellison, & Wash, 2011, p. 329). In addition to the effectiveness of
Facebook for ESL students and English composition students in the aspects mentioned, it
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is also extremely useful in the classroom when interactive English class group pages are
developed on the site.
Facebook Groups
Yunus, Salehi, Sun, Yen, and Su Li (2011) present research on the usefulness of
Facebook groups. They state, “Facebook groups is a feature that is available on the social
networking site Facebook (FB). This feature allows for an unlimited number of members
to participate, communicate, and interact via post and chat style for a specific purpose”
(p.75). The students’ perceptions of groups were positive and considered them an
effective part of ESL writing instruction. Eighty percent of ESL students in their
questionnaire agreed that it is beneficial for the writing process in class. They benefited
in the following ways: It helped organize thoughts before writing, they learned new
vocabulary from comments posted, reduced spelling errors with the spell check feature,
gained better ideas before writing, and it was easier to complete essays after participation
(p. 78). There are some challenges to using groups that should be taken into
consideration. Students could be distracted from the main writing task by focusing on
chat, application games, advertisements, or off-task posts and files sharing. Students
need to be more organized, focused, and guided. Teachers need to make sure students are
motivated in the activities (p. 79). Careful planning is essential to completing activities or
assignments.
Further, the teacher’s role in groups is the facilitator or moderator of the group
page. Students use this to write and get peer error correction, but ultimately the teacher
will have the final say and correction of the students’ writing. Students can use groups as
well as communication individually through their personalized profiles. A lot of informal
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learning can take place out of the classroom with their profiles, messaging, file sharing,
and with the chat feature. The group pages have high potential for peer error correction
tasks as well. Assignments can be given with the class divided into pairs that have a
responder and a writer. Responders take on the role as editors for their peer writer. Next,
the roles are switched and the writer becomes the responder. Research has provided
insights into beneficial aspects of this kind of activity.
Benefits of peer review for responders and writers
Both L1 and L2 students have had positive experiences in the roles of responder
and writer. Brathwaite (2009) indicated that suggestions made with peer review turned
into positive changes when the suggestions were negotiated. Students’ results were
positive in some respects and even with students that were new to the activity and process
(p. 1). Eksi (2012), states that writing is considered as a process and product. It’s
important to understand the process such as: pre-writing, organizing, drafting, revising,
editing, and publishing. The entire process of writing is necessary for writing
instruction—not just the final product of the writing. Eksi continues and further expands
to explain the instruction of multilingual writers: “When teaching learners how to write in
L2, the language teacher acts as a facilitator, guide, feedback provider, and evaluator
when students move along these steps” (p. 33). With use of this process, students will
reduce the number of errors in their writing.
The purpose of Eksi’s study was to investigate the impact of peer review
compared to that of teacher feedback on students’ writing performance in an EFL
academic writing context. There were a total of five research questions given on the
effectiveness of peer review for teachers and students. The participants in the study were
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46 English majors that were freshman in the state university in Ankara, Turkey. Their
ages were 18 to 20 with 10 males and 36 females. Data was collected from peer
responses to first drafts, revisions, comments from the instructor on the last drafts, and
student reflections in journals (p. 33). The results were positive and showed that peer
review eases the workload of the instructor and it is a worthwhile option for students’
writing (Diimmel, 2005; Eksi, 2012). In the study, it concluded that both responder and
the writer both had equal benefits in the peer review process. In some cases, the
responder benefited more than the receiver of feedback.

The comments from their

reflective journals provided strong evidence for its effectiveness and support for students’
understanding of the writing process (Eksi, p. 45).
Hyland (2000) describes a study that suggests that teachers should encourage
students to take more responsibility for their own writing and make their own decisions
about their use and source of feedback. Hyland provided the following research question,
“If the peer feedback was over-controlled by the teacher, how much autonomy were
students granted in making decisions about the use of feedback generally?” The data was
collected from an English proficiency program (EPP) course for fourteen weeks at a
university in New Zealand. The students were Japanese, Korean, Taiwanese, Thai, and
Chinese. Their ages were from 19 to 27 in undergraduate and graduate level. This was a
qualitative study with interviews, observations, and a questionnaire that were given to
show the students’ perceptions of the purpose and value of feedback. The results
concluded that students valued the informal responses by their peers and felt that it
helped with the control of their own writing. Cultural factors should be considered for
this because some students did feel uncomfortable with the peer response. It mentioned
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that teachers should consider ways to not control the process too strongly or formally (p.
52). Both studies provided support of the use of peer feedback being a positive activity
to use in an ESL classroom where students can reduce the number of errors in their
writing as a result.
Additionally, a study on peer error feedback by Zheng (2007) is focused on
finding out the extent that students can correct their language errors in collaboration with
peers, and what the role is for the instructor in the error correction. The students in the
study are Chinese freshman college students that attended Zhejiang university of Science
and Technology. Students were expected to write an essay for homework and had follow
up interviews (p. 26). The results of the activity were that students had an easier time
identifying and correcting local errors rather than global errors. Some examples were:
verb agreement, spelling, and plural forms of nouns. These are known more as
performance mistakes out of carelessness rather than errors in competency. Overall,
students were able to correct errors quite well with the peer editing activity. With this
activity, students are learning with an alternative activity and it is a more comfortable,
interesting, and stress-free experience. It concluded that the teacher’s role should be to
correct the more global errors that are outside the ability of language learners’
proficiency level (p. 28).
This study provided positive results for students because they could identify
numerous errors in their peers’ writing as well as decide what they perceive as error and
change based on their peers’ comments. Additionally, it is important to consider the
factor of the Zone of Proximal Development (ZPD) in this activity because students are
moving beyond what they can do on their own with the help of students and the teacher.
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The language proficiency of the students can vary, so several students may be able to
correct some global errors, but for the most part students focused on the local errors and
were better at correcting those. Overall, the multilingual students reduced the number of
errors they had in their writing though as a result of this activity.
More studies build on support for this activity. Witbeck (1976) supports the use of
peer correction for intermediate and advanced ESL students. Using this will allow
students a chance to revise before the end product is evaluated. He states, “I have
concluded that the use of such peer correction procedures results in increasingly more
accurate and responsible written work on the part of most students and fosters a more
constructive classroom atmosphere for teaching the correctional aspects of composition”
(p. 321). In Bangladesh another study adds to this conclusion. Sultana (2009) explains a
study with peer feedback in ESL classrooms. The study had 23 language learners from
Bangladesh that were ages 19 to 24. The methodology involved the use of questionnaires
with quantitative data (p. 14). Peer correction is becoming more popular as
communicative language teaching and constructivist learner- centered teaching are
becoming more prevalent in the education world. Active participation in language
learning is increasingly taking place in classrooms (p. 11). Teachers and students’ roles
have changed significantly with the communicative approach. The teacher is not the sole
source of information and provider of knowledge and the students are taught to be more
autonomous in their learning, so peer or self correction has taken place (p. 11). Students
come up with their own meanings rather than an interpretation only being put forth by the
teacher.
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When looking at peer feedback, there were some noted benefits as well as
challenges explained with Sultana’s study. First, “Peer feedback is less threatening than
teacher feedback. Because students are more comfortable with their classmates and
therefore, getting corrected by own friends evokes less anxiety.” Also, “When correction
comes from the teacher, it reinforces teacher’s authority. In a traditional language class,
the teacher is the authoritative figure and s/he is considered the sole source of knowledge.
Students play the role of just a passive receiver of information. But through the practice
of peer feedback, the classroom becomes less dominated by the teacher.” Lastly, Sultana
states, “The involvement of peers in the correction process makes the classroom
atmosphere more supportive and friendlier” (Sultana, p. 12).
Some of the challenges are: reluctance to correct errors in their friends’ papers,
withholding comments to keep group harmony, feelings of inferiority, little value for
classmates’ feedback, anxiety about classmates knowing their mistakes, etc. There
should always be a cooperative atmosphere for the peer error corrections to take place (p.
13). If students are not adequately prepared then they may have difficulties with this
form of correction. The pit-falls were described so teachers can understand what to look
for in their class. Naumoska (2009) explains two that can potentially be present. First,
students may not take the activity seriously. Secondly, they may not want to hurt
students’ feelings so only provide positive feedback without critical thinking skills being
used (p. 3). Sultana’s results concluded that Bangladeshi students still mostly view the
teacher as the sole source of authority, but welcome the peer editing as one alternative (p.
18). In a second language classroom a learner needs to be given feedback on how well
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they are doing and this type of activity can be a helpful supplement to regular teacher
provided correction and instruction.
Peer response is being used widely in classrooms and some examples were put
forth that support Sultana’s study that were by Kroll (2001). She gave some examples of
peer error correction exercises that teachers could have students do. They could provide
a checklist of attributes to look for in their own papers and then apply it to peers’ papers.
The attributes could be topic sentences, themes, main ideas, completeness, grammar,
answered questions, etc. Students can write out full sentences to maximize the value as
well (Kroll in Celce-Murcia, 2001, p. 229). Students should be assessed on their ability to
correct students’ essays and assignments.
There are a lot of benefits for peer error correction, but there are some limitations
and issues concerning this in diverse groups of students. Depending on the culture,
classroom, or age of students, it may take more time to get students used to having peer
feedback as acceptable as teacher feedback. Both Sultana and Kroll have emphasized the
importance of having teachers prepare their students for this type of feedback and find
what would be the most suitable approach for the students based on the culture, diversity,
and the arrangement of the class.
A study done by Levine, Oded, Connor, and Asons (2002) supports the use of
peer error correction in the EFL/ESL classroom. It explains the differences in peer
responses in an EFL setting in Israel and an ESL setting in the U.S (p. 1). There were
some key differences in each country. Israeli students gave short responses to peers’
writing and the U. S. students gave longer responses. In the U.S. the students thought of
the teacher as the main authority for the corrections and in Israel they thought of the
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teacher as having a combined voice for the answers with the students. A quote from the
text depicts insightful points to consider for student essay drafts. “The widely adopted
technique of peer response in both L1 and L2/FL writing classes has enriched the
teaching of writing in many ways. It is one of the cornerstones of writing as a process,
giving students the opportunity to spend time in class reworking their essays instead of
believing that a single draft is adequate. Peer revision has also expanded the concept of
audience to include more than the teacher, thus viewing writing as a social construction
of meaning. It provides an opportunity for student-writers to discuss and formulate ideas
about the content of their writing as well as to help each other in developing writing
skills. It also makes students aware of their problems in writing through give-and-take
with peers with similar writing problems” (p. 1). Peer error correction can improve
students’ drafts in writing through collaboration. The results of the study were positive
and had shown perceptions of the effectiveness of this form of response among student
writers. It is necessary to vary the instruction and scaffolding according to the needs and
abilities of the students within this process.
Cha (2008) found in his research that the online tools for error correction such as
bulletin boards and chat can have positive results as well. “The chatting files of the
students' peer feedback sessions, and the content of the bulletin board feedback can be
saved online in that teachers could always monitor how much the participants, as readers,
have understood the peers' writing, and their abilities to provide effective and thoughtful
feedback to their peers” (p. 19). This can save teachers valuable time to focus on
extensions and other aspects of language instruction. Berg (1997) and Nelson and
Murphy (1993) also have research that supports the use of peer response or peer error
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correction in revision of writing. Berg compares the effects of trained peer error
correction and the effects without peer error correction with two groups (p. 1). Some
challenges were noted in classroom organization and the proper use of peer response
techniques, but revision strategies and writing quality had shown improvement. There
have been improvements made in native as well as non-native speakers’ English writing.
The latter has more factors and considerations that need to be in play to yield success, but
when implemented correctly can be highly useful in writing classes. “Watching a peer’s
approach to reading one’s text might also serve as a model for how to read text through
the eyes of someone else. It may then help students develop a better sense for how to read
their own texts from the perspective of an audience, what questions to ask, and how to
systematically examine their text with the purpose of improving it”(p. 155). This has
shown how students use the process of peer error correction to examine their own papers
more to aid in self-correction. This all supports the idea of autonomous learning with this
system.
Additionally, Nelson and Murphy stated that success with students revising their
papers and making the changes based on the peer comments can all depend on how the
students feel. Namely, it depends on if they can be cooperative or defensive. Numbers in
the data displayed that most students implemented change in their papers (p. 140).
Further results indicated that teachers should provide adequate scaffolding with the use of
observation before going fully into this type of activity. Peer interaction should be
constructive and meaningful (p. 141). As described, cooperation is key to progress and
success. Soares (1998) adds to this notion by explaining the concept that discussion can
talk place among L2 learners that involves cultural awareness training, so they can

25

understand and appreciate the differences in comments that were provided by their
partners (p. 1)
Summary
In conclusion, peer error correction is continuing to be popular globally and is
being used in numerous types of English and ESL composition classrooms increasingly.
Yao and Cao (2012) contend that this helps students to revise their papers, identify errors,
and increase confidence in writing for L2 learners. A challenge of this was stated about
how students struggle with the idea that they can learn from their peers and the peers’
comments. They believe the teacher is the sole authority (p. 554). Research has shown
that social networking sites such as Facebook have been a major benefit to facilitate this
and to improve writing and second language acquisition among ELL’s. Yao and Cao
state, “Facebook is a tool that is widely used by college students as a social
communication platform. Some of these users are repurposing Facebook as a tool for
classroom organizing and supporting collaborations that are instructor-sanctioned—as
well as those that are not. These findings complement a growing corpus of research that
explores outcomes of SNS use” (Lampe, Wohn, Vitak, Ellison,& Wash, 2011, p. 345).
Although benefits are clearly stated, it is important to note that there are some ideas to the
contrary in media that say students may have poor performance in school because of
social networking sites that have distractions and time consuming activities.
Particularly, more research should be done to insure that students’ identities are
not compromised with online written revisions because students from certain Asian
countries for example, may see this as shameful when making mistakes the whole class
can see. This is especially true for Japanese students (Gudykunst & Nishida, 1994).
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Overall, peer editing has led to improving motivation, engagement, writing skills,
revision strategies, and community building among students. Constructivist theory
supports the use of peer error correction because learning requires sharing, exchanging,
and negotiating. Krashen’s monitor model also supports the use of this type of activity.
Having teachers facilitate peer error correction is less threatening, more comfortable,
creates a cooperative atmosphere, and causes less anxiety than having teacher feedback
for many students. Many students may feel more comfortable with the written form of
error correction rather than out loud in class. An example of teaching and using peer
editing can be done with the use of feedback forms which can be highly beneficial for
multilingual students. Teachers may try using the forms for a number of reasons such as:
reducing feedback workload, students’ expansion of knowledge on how their writing
affects other readers, reinforcing revising strategies, internalizing the expectations of
writing, and others. Feedback forms provide a focus on grammar as well as content, and
teachers can organize them in a variety of ways. For instance, if the focus is on
mechanics and usage, teachers can create forms to address those specific points.
Moreover, there are some online tools that can be used for error correction and
corrective feedback, that will support these ideas. One given by Yeh and Lo (2008) is
called, “Online Annotator for EFL Writing.” This is an online tool for documents that
edits, composes, and analyzes (p. 1). This will support the use of online peer error
correction and allows teachers to be able to collaborate more easily with students and free
up the task of error correction.
Facebook groups, chat, profiles, and other parts of the website can be used to
facilitate error correction. More research should be done on integrating instruction with
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CMC and face to face instruction or having Facebook instruction as the primary tool used
in the class. Also, more research should be done on analysis of the learners’ interactions
using groups, chatting, and profiles. Because of the increased use of CMC in the world,
more effective methods of teaching writing should be developed. Compared to CMC,
face-to-face peer review is still proven to be safer, confidential, and more academically
sound than the use of networking sites. Despite this, students do need proper coaching to
become more skilled readers of peers’ writing and to be more teacher-like in discovering
errors. Paulson, Alexander, and Armstrong (2007) explained that writing is a complex
process and the process should be valued rather than only the final product (p. 329).
Teachers need to build learners’ confidence in writing and create the right ambiance to
effectively have them become great responders to writing, take advice from their peers
comments, evaluate peers’ comments to change, and finally revise their draft to move to
the product stage.
Naumoska (2009) explains the advantages of peer feedback which include:
critical thinking, encouraging students to voice opinions, and the importance of
constructive feedback. When students do any kind of writing, they always need a follow
up of feedback and peer feedback to meet those requirements. Naumoska explained, “By
introducing peer review in the feedback stage, several birds are killed with one stone,
because receiving feedback from one’s peers does not carry with it the same pressure and
stress that receiving feedback from one’s teachers might, furthermore, this type of
feedback gives students the opportunity to read each other’s work and in that way to
compare themselves with their fellow students, to critically examine each other’s writing,
and at the same time to escape from the constant scrutiny of the teacher” (p. 1). Some
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disadvantages were also explained to help teachers with preparation. First, students may
not take the activity seriously. Secondly, they may not want to hurt students’ feelings so
only provide positive feedback without critical thinking skills being used. However, one
should realize that the success of the activity may have factors such as: size, level of
English, age, and others. (p. 5). When organizing peer response activities, the above
mentioned points should be kept in mind, and it is important for instructors to pay close
attention to the needs of multilingual writers. Overwhelmingly, peer editing contributes
to greatly reducing the amount of errors in the writing of these students. Peer editing can
be considered as one part among many parts of the writing process in classes, and it
contributes to building a community of writers.
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Chapter 3

Research Methods, Data collection, and Analysis

Chapter 3 is a description of this action research that included both qualitative and
quantitative methods to collect data about peer editing in two college level composition
classes for multilingual writers. After students had written the first draft of an essay, the
researcher taught both sections a peer editing activity that will be explained in this
chapter and the findings will be reported.
Research Methods
Action research
The action research in this study incorporated mixed methods. Reil (2013)
defines action research as “the systematic, reflective study of one’s actions, and the
effects of these actions, in a workplace context. As such, it involves deep inquiry into
one’s professional practice” (web). She continues on to explain that researchers can
improve their community—in this case English 112—through new ideas gained from
this type of research, which includes multiple perspectives. Furthermore, she added that
the data collected by the researcher can cause a new course of action within that
community when the instructors and the researchers reflect on the findings together
(web). Specifically, my research is geared toward ESL college level education and can
lead to improvement in instruction for this population at Eastern Washington University.
Our teaching goal was to help writers edit their own and peers’ work.
Philosophical worldviews
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The worldview in a particular study is described as a set of beliefs that influence
action (Creswell, 2008, p. 6). Each study has an underlying worldview that influences
the research. Creswell describes four different worldviews that address qualitative,
quantitative, and mixed methods approaches. Post-positivist means after positivism, so
individuals cannot be positive about their claims of absolute truth in research. With this
worldview, it is understood that “knowledge is conjectural,” and “absolute truth can
never be found” (p. 7). In the present study, the participants’ activities provided
important data that shed some light on the research questions, and this will be reported
later in this chapter and discussed in greater detail in Chapter 4.
Alternatively, another worldview for the present study is social constructivist that
addresses the qualitative data that was a journal we collected after we taught the editing
activity to see how students felt about it. Subjective realities of individuals—in this case
the 18 students, the two instructors, and the two investigators—shaped the findings and
interpretations. Key to this view is for participants in a study to rely on their varying
viewpoints of the activity for the focus. Interaction among individuals is a focus for
social constructivist philosophy as well as individuals’ personal, cultural, and historical
experiences. Researchers inductively look at the immerging themes in the journals and
arrive at a clearer understanding of the value of the editing activity. The journals
collected in the present study include open-ended questions to leave responses limitless
for the students’ interpretation of benefits and challenges of the activity. Trevor, who
taught Section 1, had assigned an essay in which students had to show two similarities
they shared with a character in the biography, Hiroshima. The writing allows for a
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variety of interpretations and opinions—they are based on their personal backgrounds in
the real-world and academic world (p. 8).
Such research methods also incorporate the advocacy and participatory worldview
as evidenced in this assignment. This view provides an explanation for an action agenda
to spark change in society or individuals’ lives and encompasses those that have been
traditionally marginalized—in this case the victims of the atom bomb dropped in
Hiroshima. The assignment addressed issues of race, gender, disability, and social status.
It was this essay that was the focus of the peer editing activity taught in Section 1 in
Week 3 of a 10-week quarter and taken home to be completed and returned the next day.
In Section 2, students were reading A Biography of Lincoln and Douglass: The Story
Behind an American Friendship, and in Week 7, Nick assigned them to write a
researched argumentative essay on a topic of their choosing related to their major. This
paper was the focus of the peer editing activity done in class and collected that week.
Mixed methods approach
In the present study, mixed methods were used to analyze the data collected.
Mixed methods research combines both qualitative and quantitative to create an approach
that is more balanced than either one individually. Particularly, Creswell describes
several mixed methods strategies, but our focus here is on “[s]equential mixed methods
procedures…in which the researcher seeks to elaborate on or expand on the findings of
one method with another method” (p. 14). My study began with a quantitative method to
see how well students could identify and correct peers’ errors, and then the next day it
moved to journal responses to the activity.
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Participants
English 112 was the course used for data collection in the present study. For the
study, the Human Subjects Review Board stated that the students’ participation in the
study was voluntary. Students were asked to sign a consent form that was fully explained
by the investigator as instructor. Additionally, students were informed that their names
would not be included with their scores and writing samples. Students’ writing has not
been edited for this thesis.
The investigator comprised a convenience sample with two classes which were
used to collect data for this study. A convenience sample can be defined as a convenient
and inexpensive avenue for a researcher to obtain an approximation of the truth in
exploratory research (p. 1). Further, this was a judgment sampling because the two
English 112 classes were used as smaller representatives of the larger multilingual
writing community. The first class had 6 students, of which all of them participated. The
students were mostly from Saudi Arabia except for one student from Pakistan. In the
second 112 class, there were 14 students and a total of twelve students participated and
completed the activity. The students from the second section were from Saudi Arabia,
Japan, and China.
Table 1 Students’ Nationalities
––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––––
Section 1

Country of origin L1

Total

Saudi Arabia
Pakistan
Section 2

5
1

Saudi Arabia

10

Japan

1

China

1
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Instructors, investigators, and interns
The primary investigator also acted as the instructor for the research activity and
guided students through it. Students were given a comfortable atmosphere for their peer
error correction they took part in for the activity, and they began with a solid explanation
of expectations for each part of the activity by the teacher. After the responders and
writers corrected their peers’ essays, they completed a reflective journal on the process of
the activity with benefits and challenges they experienced. In both sections one and two,
two full class periods of fifty minutes each were used for the peer editing activity and
response journal.
Data Collection Instruments
The students read and signed a consent form for the study, which explained the
research question and purpose of the thesis project. The primary investigator or
researcher, who was also the substitute instructor for the research, explained the consent
form, thesis project, and brief history of his background. Section 1 met during the third
week and Section 2 met in the seventh week. Both sections had an IRB consent form for
each student, an essay to edit, activity content Form A, activity editing sheet Form B, and
journal Form C. The whiteboard was used for explanation in both sections. The
overhead was used in the second section’s classroom because of the larger number of
students present.
Procedures for Data Collection
The peer editing activity proceeded as follows.
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1. The researcher explained briefly his project and then explained the consent form,
asking students to sign and return them only if they agreed to allow their work to
appear in this thesis. Even if they declined, they still had to do the activity and
would receive a grade for it, but did not have to submit it for this thesis.
2. The researcher introduced the editing activity on the day the students were turning
in a draft of the assigned essay in each section.
3. Peer responders read the partner’s paper silently to themselves and responded
briefly to content (Form A). The responses are summarized in Chapter 4, but due
to time constraints, students wrote very little on this form and moved on quickly
to the editing for grammar and mechanics. Section 1 did not complete Form B, so
Trevor allowed them to take the peer’s essay home to complete the assignment
and return it the next day.
4. Then they identified errors and suggested corrections on a separate form (B), and
then the partner could decide to make the suggested changes or not. Later, the
researcher counted (1) the number of errors identified (PFE), (2) the number of
changes made by the writer based on the peer feedback (WC), and (3) the number
of actual errors by category that the researcher had identified (RFE) as
summarized in Table 2 for Section 1 and in Table 3 for Section 2.
5. The next day, the researcher returned to each class and handed out Form C, the
journal prompt asking students to discuss the benefits and challenges of the
editing activity.
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Procedures
The present study began with Section 1 in Week 3 of the quarter and Section 2 in
Week 7 of the quarter. Weeks were chosen after the beginning of the quarter to allow
time for students to become more comfortable with their peers. In both sections, students
were working on their second drafts of their Friday argumentative and cultural
similarities essays. The writers provided their essay drafts to use with the guided peer
editing activity. They were asked to get into pairs and silently read each other’s essays
first to have an understanding of the content and then answer some of the questions in
form A of the handout given by the researcher and substitute teacher. The goal was to
motivate students to complete part A and part B of the activity. Form A was based on
content and students from both sections only completed a few lines from the form such as
the title and a favorite sentence from their peers’ essay. This form was not the main focus
of the activity, but it is important to note that editing for content is something that should
usually be covered before beginning the grammar editing. Section 1 began Form B in
class and then finished it at home. Form C was completed the next day in each of the
sections. A key difference between the sections took place. Section 1 had Form B
completed as homework and they were given an extra handout with questions that
explained the time, details of the activity, and their comprehension of the activity.
Writers proceeded to number the lines on their essays as an easier way to mark
errors for the upcoming Form B of the handout. They focused on grammatical errors
rather than content in Form B. The researcher asked the students to focus on grammar
mistakes in their partners’ essays on this form and explained the directions. They were
asked to look for errors, write the sentences with errors, and offer suggestions to change
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those errors. If they did not have a suggestion, they were asked to put a question mark in
the suggestion box. They wrote the lines of the errors on their partners’ forms also, and
the writers had a choice to accept or not accept the suggestions. When the writers had
their Form B editing sheets returned, they marked + for yes or – for no in the last column
to show if they accepted the suggestions or not. Students acted as responders to their
peer’s writing and then they switched roles. Section 1 completed Forms B and C on the
second day and Section 2 completed B on the first day and Form C on the second. Form
C is a 100-word reflective journal that explains the benefits and challenges of the
responders and writers in this activity. It depicts the experiences they had in the process
of peer editing.
Form A: English112 Peer Editing & Response Sheet
Responder’s (R) name________________ date of response_____
Writer’s (W) name ___________________draft #________
date of draft_____________
Do not write on your partner’s paper. Write only on this sheet.
Follow these steps:
1.
2.
3.
4.
5.

Number the lines on your draft. Include the heading & title.
Form pairs.
Writer gives R a copy of the essay.
Writer reads his/her essay aloud to R.
Switch roles. Do the same. Both responders now fill in Box A and Box B on
partner’s essay, not your own.
6. R fills in Box A below after listening to W read his/her essay aloud.
7. Return this sheet to the writer.
Form A—Content Title____________________________
This essay is about
My favorite sentence is _________________________________
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Because_______________________________________________
I would like to know more about __________________________.
One question I have is: __________________________________________________?
The words or part/s I don’t understand are
If this were my paper, I would do these things to make it more interesting:
1.
2.
3.
Something I learned is that
Form B—Mechanics—identify the line # you think has an error. Write the incorrect form
or incorrect word & suggestion. If you don’t know how to correct it, put ? If you think
the whole sentence should be changed, write Review. Writer changes words on his/her
own draft. Writes + or – for Agree.
Line

Error

Suggestion

1

Me and my family…

My family and I….

1

been to Australia…

Went

2

Study

Studied

8

He borrowed me some
money.

He lent me some money.
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Agree?

Data Analysis
The purpose of the present study was to observe how many errors multilingual
college freshman can identify and correct in their peers’ essays through a guided peer
editing activity. The benefits and challenges of writers and responders in the activity can
be described through reflective journals. Most students participated and contributed to
building a community of writers in the classroom. Certain patterns occurred as a result of
analysis of responses that have teaching implications for educators. This was an example
of action research that will contribute to the educational community.
To create the taxonomy, both the researcher and the responsible investigator
(Reeves) came up with a list of error types and definitions of each type prior to the data
analysis. We both felt these types of errors were important to focus on because they
generally do occur in the writing of multilingual writers and are commonly a focus of
editing instruction. Through the peer response activity, teachers can learn more about the
errors that their own students make and create their own taxonomies.
Definition of Errors
Subject-verb agreement errors= s/v
When a writer has a subject-verb agreement error, it is coded as s/v. This would
include errors where the subject does not match the verb. Both tables 2 and 3 have this
code. Writer 1.3, for example, wrote this sentence “I think that Mrs. Nakamura is very
great mother because I think there are some mothers will not do like what she have
done.” The writer should have kept the agreement for she matching the have form which
is has. The last part of the sentence should be what she has done. Overall, the writers had
the least of these errors for both sections in Tables 2 and 3.
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Verb form errors=VF
A verb form error is where verbs have an incorrect form in the sentence. This
would include errors where the verb may be in the wrong tense. It is coded as VF. Writer
1.3, for example, wrote this sentence “After I see my final grade in the math and English,
will get 100% in the second and third years.” He should have after I saw my final grades
so see is in the past form.
Usage errors=U
When a writer used an incorrect form of a word or the wrong word altogether, it
was coded as U for a usage error. However, this distinction was not made in the
reporting because both types were coded U (Tables 2 and 3). This would include errors
with prepositions, for example. It did not include verb form errors, however, because that
was a separate category listed above. Writer 2.7, for example, wrote the wrong form of
the word—“adultness” instead of sites for adults only, which is what we think he meant
here: “So if we want to censor the Internet we must consider the three important things:
the effect on adultness, hackers and incorrect news.” On the other hand, there were many
usage errors that were simply the wrong word. “Writer 1.3, for example, wrote this
sentence: “I believe that Miss Nakamura is pretty good mother because she has three
children (two girls and a boy) and she is doing very hard to let them safe.” He is using
“doing” incorrectly here, so it is the wrong word and is labeled U for usage. Normally,
we would say, “She is working very hard to keep them safe.” His use of “let” is also
incorrect because we would say “keep them safe” instead of “let” them safe. Section 1
had a total of 34 usage errors, and Section 2 had a total of 65 usage errors identified by
the researcher.
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Spelling errors=SP
Spelling errors commonly occurred throughout the essays in both sections. These
errors were labeled as SP. For instance, writer 2.7 wrote: “We must be more tuff with the
hackers.” He should have tough instead of tuff. Additionally, writer 1.1wrote: “All I did
were because of the humanitarian feelings that everyone had in his or her serf.” In this
case serf should be self. Section 1 had 23 total actual spelling errors. Section 2 had 22
spelling errors.
Omission errors=O
Words that are left out of sentences are omission errors and they are labeled as O.
Writer 1.3 wrote: “My grade in first year of high school was bad because the math and
English were hard for me.” The student left out the. It should be in the first year of high
school. In this case an article was left out. This writer had another error where he wrote:
“My father divorced my mother in 2008 because they started disagree in most of things.”
He left out the preposition to, so it should be started to disagree. The total omission
errors for Section 1was 13, and Section 2 was 27.
Added word errors=AW
Added word errors are where students insert unnecessary words into sentences.
They are labeled as AW in the tables. Writer 1.1, for instance, wrote: “What I think
regarding religion is this that “Humanity is the biggest religion, and Islam is totally based
on humanitarian perspective” The student added this before that. Writer 2.7 wrote: “As
you can see, parents and the competent authorities must to come together and stand for
Internet censorship.”He added a preposition unnecessarily and it should be must come
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together. Section 1 had a total of 14 actual added word errors and a total of 13 for Section
2.
Punctuation errors=P
Each essay had some punctuation errors. These were labeled as P in the tables.
Writer 1.3 wrote: “After that I got my grades and I got full points in English and math,
and I was very happy because I wasn’t playing with my family, and I spent all my time to
just study and study.” This sentence had two types of punctuation errors. First, the
sentence began with a prepositional phrase, so a comma was needed. After that, I got my
grades. The next type of punctuation error was the comma error in: , and I got full points
in English and math. This was needed because this was a coordinate conjunction
beginning an independent clause. Section 1 had a total of 17 actual punctuation errors and
Section 2 had a total of 26.
Whole sentence recast=R
When a sentence had so many problems, not necessarily errors, that the reader
could not understand the meaning of the whole sentence or parts of the sentence, then it
was labeled R, meaning revise the whole sentence. In some cases, these were sentences
that were so long that major ideas were buried in the words, phrases, and clauses. For
example, W1.1 wrote: “As a doctor and as a human being he was not only helping the
people after the devastating destruction of atomic explosion, even he was devoted to his
work and helped the humanity up to his best before that nefarious evil, the reason for
above statement was this that he even used to work more than his due time but he left that
because he may would have been punished for it.” Since this sentence had 72 words in it
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with many important ideas presented, some were lost in the verbiage, possibly confusing
readers. If he were to break up the sentence into several sentences, less of the meaning
would be lost. So this sentence was given the R rating, and no other errors were counted.
In other words, we did not count “may would have been punished” as a verb form error.
Nor did we count article additions in this sentence—“the humanity.”
The first table for Section 1 is Trevor Duston’s class and the second table is for
Section 2 is Nick Stephen’s class. The tables will explain the categories of actual errors
for the six students in Section 1 and the 12 students in Section 2. The actual error
categories are as follows: (S/V) subject-verb agreement error, (VF) verb form error, (U)
usage error, (SP) spelling error, (O) word omissions, (AW) added words, (P) punctuation
error, (R) revise the whole sentence, PFE for peer found errors, TFE, for total errors
found by the teacher, WC for writer changed errors, and # of w for the total number of
words in the essays. After the tables, there is an explanation on each student’s essays and
their error identifications and corrections.
Explanation of Table 2 Section 1
Essay on cultural similarities and differences (Appendix E).
Table 2/Section1 Cultural Similarities and Differences essay: Hiroshima, a nonfiction account of the bombing and a case study of a number of survivors over time,
covering several decades after WW2. Students had to write about an admirable character
in the story and then connect that character’s actions to their life.
Writer 1.1 from Table 2 had an essay that correctly met the content requirements
of the Cultural Similarities and Differences essay prompt. The writer wrote about Dr.
Sasaki, a character from the WW2 story, and then the writer explained similarities that he
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shared with that character. Writer 1.1 had good organization and structure with two clear
similarities and a conclusion. There were more local errors than global errors in the essay.
Also, the writer used a lot of description with specific details to illustrate the similarities.
Moreover, none of these errors affected the meaning of the essay. Initially, the first draft
was hand written and completed in class on a Friday. This second draft was completed by
Monday of the following week. The following essay was chosen because it had the
highest number of total errors found and the least number of peer errors correctly
identified. It had quality content, but a high amount of grammatical errors. This essay is
an example of how the activity was challenging for writers to correctly identify the
errors. Only one essay was used as an example for Section 1 because of the small size of
the class.
Writer 1.1 is a Pakistani male who wrote an essay of 567 words about Dr. Sakai and
himself (Appendix B). The writer compares his work after an earthquake in Pakistan with
Dr. Sakai’s work after the bombing of Hiroshima. His focus is on humanitarian efforts
after such tragedies. His peer thought he found 10 errors and the writer chose to change
only six of them. The peer actually only had 8 real errors. The researcher, however, found
an additional 30 errors and table 1 shows that there were actually 38 total errors in the
essay. The errors are as follows: 1 verb form error, 9 usage errors, 9 spelling errors, 1
omission, 9 added word errors, 5 punctuation errors, and 4 review sentence errors.
Writer 1.2 is a Saudi male who wrote an essay of 685 words about Mrs. Nakamura and
himself. The writer compares his work of helping his brother in Saudi Arabia and in
Spokane to Mrs. Nakamura helping her children get to a safe part of Hiroshima. He
focuses on helping family in need during crisis situations. His peer found 3 errors and
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the writer chose to change two of them. The peer correctly identified those 3 errors. The
researcher found 26 additional errors for a total of 29 errors as shown in Table 2. The
errors are as follows: 1 subject verb agreement error 5 verb form errors, 5 usage errors, 3
spelling errors, 2 omissions, 4 punctuation errors, 2 added word errors, and 7 review
sentence errors.
Writer 1.3 is a Saudi male who wrote an essay of 688 words about Mrs. Nakamura and
himself (Appendix B). The writer compares his work of helping his family in a divorce
situation in Saudi Arabia to Mrs. Nakamura helping her children get to a safe part of
Hiroshima. He focuses on helping family in need during the difficult transition. His peer
found 4 errors and the writer chose to change 3 of them. He correctly identified those 4
errors. The researcher found 27 additional errors for a total of 31 errors. The errors are as
follows: 1 subject verb agreement error 3 verb form errors, 11 usage errors, 1 spelling
errors, 5 omissions, 3 punctuation errors, 1 added word error, and 6 review sentence
errors.
Writer 1.4 is a Saudi male who wrote an essay of 426 words about Mrs. Nakamura and
himself. The writer compares his work of helping his brother and friends in Saudi Arabia
to Mrs. Nakamura helping her children get to a safe part of Hiroshima. He focuses on
helping family and friends in need of tutoring. Both Mrs. Nakamura and he, have a strong
respect for humanity and empathy for others. His peer thought he found 8 errors and the
writer chose to change 3 of them. The peer identified only 1 error correctly. The
researcher actually found only 6 total errors. The errors are as follows: 1 usage error, 1
spelling error, 2 punctuation errors, and 2 review sentence errors.
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Writer 1.5 is a Saudi male who wrote an essay of 657 words about Mr. Tamnimoto and
himself. The writer compares his work of helping families in need to Mr, Tamnimoto
helping a woman who was injured after the atomic bomb hit Hiroshima. He focuses on
helping a neighbor go to the hospital because he didn’t have his car and his wife was
pregnant. His peer thought he found 12 errors and the writer chose to change 11 of them.
The peer identified only 5 errors correctly. The researcher found a total of 32 errors. The
errors are as follows: 1 verb form error, 7 usage errors, 4 spelling errors, 4 omissions, 2
punctuation errors, 1 added word error, and 13 review sentence errors.
Writer 1.6 is a Saudi male who wrote an essay of 329 words about Mrs. Nakamura and
himself. The writer compares his work of helping a young girl find her family and
helping his brother in Saudi Arabia to Mrs. Nakamura helping her children get to a safe
part of Hiroshima. He focuses on helping people in need during crisis situations. His
peer thought he found 5 errors and the writer chose to change 3 of them. The peer
identified only 2 errors correctly. The researcher found 12 total errors. The errors are as
follows: 1 usage error, 5 spelling errors, 1 omission, 1 punctuation errors, 1 added word
error, and 3 review sentence errors.
Table 2 provides the taxonomy of actual errors in the essays identified by the peer
responders (PFE) and the researcher (RFE). There were a total of 148 actual errors found
by the researcher in this section and a total of 23 actual peer found errors. With this group
of students, most of the errors that the researcher found occurred in the usage column and
review column. The fewest errors identified by the researcher were in the subject-verb
agreement column and the verb form error column. When comparing the total errors,
words changed, and the number of words it is clear that the writer did not change even
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close to the amount of total errors. All the essays had a high number of errors when
considering the number of words.
There were a number of actual errors found and errors that peer responders
thought were errors. In Section 1, peer responders thought there were a total of 43 errors
in the essays. Writers accepted 27 out of the 43 to help them revise their essay drafts. In
Section 2, peer responders thought there were a total of 54 errors in the essays. Writers
accepted 27 out of the 54. This information is not reported in Tables 2 and 3. It is being
provided here to show that peer responders over-identified what they thought were errors
that were not really errors in their partners’ papers. This inaccurate feedback may have
influenced the writers themselves in two possible ways:
1. Writers gained self-confidence by not changing what was suggested by the
peer in that they felt more certain of their own correctness.
2. Writers had so much self doubt about their editing that they changed parts
that were not actually errors, trusting more in their peers’ ability to edit
than in their own ability.
Future researchers might explore this phenomenon, but it will not be addressed further in
this project.
Tables 2 and 3 summarize the kinds of errors produced by the 18 writers by
section. These tables also indicate the total errors identified by peers that were actually
errors (PFE) as identified by the researcher. The numbers in the PFE columns do not
include any errors that were incorrectly identified by the peers. So if Peer Responder 1.1
thought he had identified 10 errors in Writer 1.1’s essay, but only eight of these were
actually errors, the number 8 appears in the PFE column in the table, not the number 10.
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It was the researcher who made decided that only 8 were errors, not 10. But the next
column shows the true number of errors that the researcher found in that paper: 38. So
there was a large difference between the number the peer found and the number the
researcher found in most cases in both sections. No statistical tests were performed to
report these differences because most teachers doing this kind of research at not
interested in statistical analyses. They are more interested in the differences we show
here.
Table 2 Section 1 Taxonomy of actual errors

S/V

VF

U SP O AW P

R

PFE RFE

WC

# of wds

W1.1 0
1
9 9
1 9 5
4
8
38
5
567
W1.2 1
5
5 3
2 2 4
7
3
29
2
685
W1.3 1
3
11 1
5 1 3
6
4
31
3
688
W1.4 0
0
1 1
0 0 2
2
1
6
3
426
W1.5 0
1
7 4
4 1 2
13 5
32
5
657
W1.6 0
0
1 5 1 1 1
3
2
12
1
329
________________________________________________________________________
2

10

34

23 13 14 17

35

23

148

19

Explanation of Table 3 Section 2
Section 2 essay: Argumentative research Essay: Students picked an arguable topic in their
field of interest and had to persuade the audience to take their side.(Appendix F).
Writer 2.1 is a Saudi male who wrote an essay of 677 words about guns in America. The
writer focuses on persuading the reader to consider stronger gun control measures
because of the high violence that guns are involved with. His peer thought he found 4
errors and the writer chose to change 3 of them. The researcher found only 3 of those to
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be errors. The researcher found 21 total errors as shown in Table 3. The errors are as
follows: 1 verb form error, 3 usage errors, 2 spelling errors, 2 omission, 2 punctuation
errors, 2 added word error, and 9 review sentence errors.
Writer 2.2 is a Saudi male who wrote an essay of 1104 words to persuade the readers on
the effectiveness of non-violent protest and the philosophy of Gandhi. His peer thought
he found 3 errors and the writer chose to change none of them. The researcher found
none of those to be errors. The researcher found 14 total errors as shown. The errors are
as follows: 5 verb form errors, 3 usage errors, 1 spelling error, 2 omissions, and 3
punctuation errors.
Writer 2.3 from Table 3 had an essay that correctly met the content requirements of the
persuasive/argumentative essay prompt. Writer 2.3 wrote about air pollution and had
good organization with introduction, body, and conclusion. This essay was chosen as an
example because it had the greatest number of words with the fewest errors. This writer
has strong ability with content, mechanics, and grammar. Also, the writer used a lot of
description with specific details that persuaded the reader effectively. Initially, the first
draft was hand written and completed in class on a Friday. This second draft was
completed by Monday of the following week (appendix C). Writer 2.3 is a Saudi male
who wrote an essay of 2252 words about the effects of air pollution. In particular, he uses
persuasive writing to have the reader understand what should be done about air pollution
in the world. His peer thought he found 1 error and the writer chose to not change it. The
peer did not correctly identify any errors. The researcher found 5 total errors. The errors
are as follows: 1 omission, 3 punctuation errors, and 1 review sentence error.
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Writer 2.4 is a Saudi male who wrote an essay of 1161 words that persuade the reader to
not eat too much fast food. He explains the health problems that this type of food can
cause among people. His peer thought he found 5 errors and the writer chose to change 1
of them, but it was not an actual error. The researcher found that there was only 1 error
out of the 5 correctly identified by the peer. The researcher found 8 total errors. The
errors are as follows: 1 subject verb agreement error, 1 verb form error, 4 usage errors, 1
spelling error, and 1 punctuation error.
Writer 2.5 is a Saudi male who wrote an essay of 472 words to persuade the audience on
learning more about social security. He compares Saudi Arabia with the U.S. and how
both systems have pros and cons. His peer thought he found 5 errors and the writer chose
to change 2 of them, but they were not actual errors changed. The peer did not correctly
identify any errors. The researcher found 25 total errors. The errors are as follows: 7
usage errors, 6 omissions, 3 punctuation errors, 1 added word error, and 8 review
sentence errors.
Writer 2.6 is a Saudi male who wrote an essay of 865 words to persuade readers on the
use of dental fluoride for good hygiene. His peer thought he found 3 errors and the writer
chose to change 2 of them, but none of them were actually correct. The peer did not
correctly identify any errors. The researcher found 23 total errors. The errors are as
follows: 1verb form error, 8 usage errors, 1 spelling error, 2 added word error, and 11
review sentence errors.
Writer 2.7 from Table 3 had an essay that correctly met the content requirements
of the persuasive/argumentative essay prompt. He wrote on internet censorship and how
it is needed more in society. He had good organization with his introduction, body, and

50

conclusion. This essay was chosen as an example because it had the greatest disparity of
total words identified by the researcher and the actual number of peer identified errors.
This writer has strong ability with content and description. Also, the writer used a high
number of specific details that persuaded the reader effectively. Initially, the first draft
was hand written and completed in class on a Friday. This second draft was completed by
Monday of the following week (Appendix C). Writer 2.7 is a Saudi male who wrote an
essay of 832 words about the importance of internet censorship. He makes the case that
internet censorship is needed more to benefit society and avoid inappropriate content. His
peer thought he found 5 errors and the writer chose to change 1 of them, but it was not
correctly changed. The peer identified 1 error correctly. The researcher found 29 total
errors. The errors are as follows: 2 verb form errors, 9 usage errors, 5 spelling errors, 4
omissions, 4 punctuation errors, 2 added word errors, and 3 review sentence errors.
Writer 2.8 is a Saudi male who wrote an essay of 1821 words to persuade on the use of
child car seats being used. He emphasizes them being used safely and points out the
problems in society. His peer thought he found 8 errors and the writer chose to change
none of them. There was one error he needed to change. The peer identified only 1 error
correctly. The researcher found 15 total errors. The errors are as follows: 2 verb form
errors, 4 usage errors, 4 spelling errors, 3 omissions, 1 punctuation error, and 1 added
word error.
Writer 2.9 is a Japanese male who wrote an essay of 825 words to persuade readers to not
have full reliance on e-books and to support the use of paper books. He states that there
are too many problems with e-books to solely use them and take the place of paper
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books. His peer found 0 errors. The researcher found 16 total errors as shown in table 1.
The errors are as follows: 7 usage errors, 3 omissions, and 6 punctuation errors.
Writer 2.10 is a Saudi male who wrote an essay of 791 words to persuade readers on the
use of computer driven cars. He explains that people will be safer and have more time to
do others things while in the car. His peer thought he found 4 errors and the writer chose
to change 3 of them. Only 1 is correct and that is what we see in the table. The peer
identified only 1 error correctly. The researcher found 24 total errors. The errors are as
follows: 2 verb form errors, 11 usage errors, 2 spelling errors, 4 omissions, 1 punctuation
error, 2 added word errors, and 2 review sentence errors.
Writer 2.11 is a Saudi male who wrote an essay of 1377 words about the troubles of
eating fast food. He focuses on the health problems people can have by eating too much
fast food. His peer thought he found 13 errors and the writer chose to change 11 of them.
None of them were correctly changed. The peer identified only 1 error correctly. The
researcher found 5 total errors. The errors are as follows: 1 usage error, 1 spelling error,
1 omission, 1 punctuation error, 1 review sentence error.
Writer 2.12 is a Chinese male who wrote an essay of 1162 words about censorship in
America. He thinks that more censorship should take place on the internet to protect
society and freedom should be controlled more in certain ways. His peer thought he
found 4 errors and the writer chose to change 4 of them. Only 2 were actual errors. The
peer identified 2 errors correctly. The researcher found 22 total errors. The errors are as
follows: 1 verb form error, 8 usage errors, 5 spelling errors, 1 omission, 1 punctuation
error, 3 added word errors, and 3 review sentence errors.
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Section 2Table 3 Error Taxonomy of actual errors found

W2.1
W2.2
W2.3
W2.4
W2.5
W2.6
W2.7
W2.8
W2.9
W2.10
W2.11
W2.12

S/V

VF

U

SP

0
0
0
1
0
0
0
0
0
0
0
0

1
5
0
1
0
1
2
2
0
2
0
1

3
3
0
4
7
8
9
4
7
11
1
8

2
1
0
1
0
1
5
4
0
2
1
5

1

15

65

22

O AW P R
2 2
2 0
1 0
0 0
6 1
0 2
4 2
3 1
3 0
4 2
1 0
1 3

PFE

RFE

WC

2 9
3 0
3 1
1 0
3 8
0 11
4 3
1 0
6 0
1 2
1 1
1 3

3
0
0
1
0
0
1
1
0
1
1
2

21
14
5
8
25
23
29
15
16
24
5
22

3
0
0
0
0
0
0
1
0
1
0
2

27 13 26 38

9

207

7

#TW
677
1104
2252
1161
472
865
832
1821
825
791
1,377
1162

When looking at Table 3 of Section 2, it appears that again the usage errors and
review errors have the highest frequency of errors. There were nearly no subject verb
agreement errors and only a small number of verb form errors. There was a high disparity
in the number of errors that peers found compared to the number of total errors that the
researcher/instructor found. Overall, peers struggled with identifying almost all of the
total errors in the essays. Responders in Section 2 thought there were a total of 54 errors
in the essays. The writers accepted 27 out of those 54 errors. They changed a total of 9
actual errors, but the researcher found a total of 207 actual errors.
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Qualitative Analysis of the Journals
Journals were written in five to ten minutes in class the day after the activity with
form A and B was complete. The following provides analysis on journals for both
sections.
Prompt: form C the journal
In 100 words, describe the peer editing process. Describe the peer editing process.
Discuss at least two benefits to the writer. Discuss at least two benefits to the peer
responder. Discuss any challenges you faced as a responder and/or writer.

Themes for journal responses with Section 1
Benefits for responders/Benefits for writers
Table 4: Perceptions of benefits for responders
Perceptions

Number of instances

1. Helped responder focus on grammar
2. Helped responder understand own writing better
3. Helped responder to negotiate what the writer is trying to say
4. Helped responder share errors with writer
5. Responder learned more about others’ background or culture

5
1
2
1
1

Perceptions of benefits for writers
1. Helped writers focus on grammar
2. Helped writers write more slowly and carefully
3. Helped writer share errors with responder
4. Writers get to share their background or culture with responders

2
1
3
1

__________________________________________________________________

Students come from a variety of backgrounds and writing styles, so that makes it
difficult for peers to correct their writing mistakes. Responders have difficulty correcting
mistakes of writers. They are beginners with writing so they find it difficult to give the
writer useful advice on grammar. The writers find it difficult to get their messages across
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to others because they are beginners. Writers have trouble slowing down to write more
carefully to avoid simple spelling mistakes. The writers have trouble getting into the habit
of reading their writing after they finish. They need to read their own writing several
times to find the grammar and punctuation mistakes as well as spend more time on selfcorrection.
Challenges for responders/Challenges for writers
Through analysis of the journal responses in Form C, five perceptions of
challenges were given by writers and responders. Responders found two challenges for
the activity. First, there were two instances where they felt their grammar was too weak
to help writers. Second, there were two instances where they found that differences in
students’ background or culture made it difficult to correct the writers.
Three challenges for the writers were noted also. First, there were two instances
explained where they felt their writing was too weak to get message across to others.
Secondly, one instance was given where the responder was giving incorrect suggestions
too often. Third, there were two instances where writers needed to read their own writing
more times to avoid simple mistakes.
Section 1 Form C journal responses
Writer 1.1
There are two things that my partner helped me with. The first one is I
should not write very fast because some of my mistakes were spelling mistakes, and
some of them were words with missing letters, so I understood that I should write
carefully and pay attention to what I have written. Also, another thing I should do after I
finish any journal which is I should read it directly after I finish. Also, there two things
my partner should take care of. First, he should read his essay more than one time, and try
to change some grammar mistakes. For example, he always writes his sentences in past
progressive form. He should take care of that.
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Writer 1.2
I think it is good to share with my classmate the error what every think it
is, and also it could give a new knowledge or something you forgot. The benefits to the
writer, first, to learn how to make his writing close to the reader and to make the reader
understand what his write. The benefits to the responder is understanding what the writer
what to say and correct him if he has error.
Writer1.3
Since my English is not my first language, the editing process was harder
than I thought. In addition, our expression is totally different as an Arabs and that’s what
is going to make this process much harder. However, the last process editing did not help
me as it supposed to because basically it was depends on what I should say a biggener in
writing in English. On the other hand, and as a responder, I think I was able to catch
some mistakes for some reasons. It could be because the writer forgot some letters or
because it was any easy and clear mistakes.
Writer 1.4
When I read my partner paper I got lot advantages, first I started
understand how to use some sentences when I write something and that is helpful to
describe my ideas. Second, I knew some new vocabulary that I should know, and how to
use these vocabulary. However, when I like writing about something that I know because
I could say my idea with relaxing and comfortable. In addition, the reader can understand
me or my personality very well because I always write about some cases that happened in
my own life. I think the hardest challenge when some read for some writer is that the
different of each other culture because the reader will can’t understand writer’s ideas very
well.
Writer1.5
The process was all about reading others papers and trying to correct the
way of describing things that they used and/or the metaphors used in their writings. This
comes with two benefits:
1 We get to know other people’s cultures, because it’s reflected in their language.
2 We get to know better suggestions to the way of our writings if there’s any.
It was challenging, because in any way Arabic has a 13 tenses and everything is
going to look just fine. While English has only 3 tenses, so I’m sure this will be a
problem, however, I don’t know how to put things exactly as they suppose to be written
and still don’t know how to write essays yet and I also don’t know much about the
American metaphors.
Writer 1.6
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Peer editing process was really an interesting and informative activity. I
heard about peer editing process for the first time ever in my life. There are a lot of
benefits to the writer by experiencing peer editing process, but I will mention two of
them. First of all, writer comes to know what mistakes he has done in writing the journal
and second he comes to know that how the responder or the checker checks the mistakes
and writer gets a vague idea regarding the difference between his and checkers writing
skills. Peer responder can understand the writer’s idea and way of writing and use of
language. Peer responder can also get information from writers material.
I faced a problem; that, what I wrote was right in some places but
responder marked it as wrong which created a suspicion in my mind and I just jumbled
the right and wrong sentences. Otherwise it was a wonderful activity to perform and learn
about.
Themes for journal responses with Section 2
Table 5 Perceptions of benefits for responders/benefits for writers
Benefits for responders
Perceptions

Number of instances

1. Helped responder focus on grammar
2. Helped responders understand their own writing better
3. Helped responder to read carefully for corrections
4. Helped responder to learn to be more encouraging to memorize skills

3
4
3
1

Perceptions of benefits for writers
1. Helped writers focus on grammar
2. Helped writers write more clearly
3. Helped writers to get positive feedback
4. Helped writer to learn to be more encouraging to memorize skills

5
2
2
1

__________________________________________________________________

Several benefits were provided by the journal responses in Section 2. An
overwhelmingly high percentage of instances were written about the increased focus on
grammar for both responders and writers. This was three for responders and five for
writers. This theme was noted as the most important benefit in both sections’ responses.
In the benefits for responders, four instances were written about understanding their own

57

writing better as a result of the activity. A higher number of benefits and positive
feedback were written than challenges and negative feedback throughout both sections.
Challenges for responders and writers
Through analysis of the journal responses for Section 2, four perceptions of
challenges were given by writers and responders. Responders found two challenges for
the activity. First, there were three instances where they felt that it was hard to find
mistakes in writers’ essays. Second, there were two instances where they felt they were
beginners in grammar and in this activity, so they need to learn a lot more and have more
experience.
Two challenges for the writers were noted also. First, there were three instances
explained where they felt they did not understand corrections provided by their peers.
Secondly, two instances were given where the writer explained that grammar and
punctuation was difficult. The most difficult challenge for responders was finding
mistakes in peers’ writing; for writers they did not understand the corrections provided by
peers.
Section 2 form C journal responses

Writer 2.1
The writer was talken about cencorship in U.S. He want to make censorship more
stronger especially in that staff related to children and their life. He talk about sexual stuff
in TV. Internet and books or its related. As a responder I learn how to protect my
children against anything it may be affected on their life, In addition, some violent stuff I
thought it good to spend time on violent movies or game, but it affected negatively on
children. In my opinion, I think the activity was helpful, we encourage each other to be
able to memorize together in future.
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Writer 2.2
The first benefits for the writer was writing clearly. Also, I think I have good
practice for learning grammar. However, the benefits for the responder, I learned
something new which is how can I read carefully for correctly. Finally, the challenges
for this activity was too difficult for me because I still don’t understand how to correction
for essay.
Writer 2.3
This activities help writer to find grammar mistake. Writers tend to
concentrate to contents of topic and cannot pay attention such grammar as article.
Another benefits a writer can confirm whether his sentence make sense to reader or not
by getting feedback.
For responder the activity contributes to improving his reading skill. To
find grammatical error at least he have to read whole paper counting more than 800
words.

Writer 2.4
The first benefit of the responder is identify the mistakes, get the
experience to fix the grammar and revising. The benefits to the writer is know the
mistakes and fix them, and write carefully in future.
Writer 2.5
They are many benefits for me. First, I learned how to find my friends
paper mistake. Next, I saw the other paper, how he think and his strategy. Moreover, I
got the responder from him and I learned how to fix my mistake. Furthermore, as writer I
learned how to be flexible with my paper. Also, how to be sure this wrong or not. This
is first time I did the activity. I learned a lot from it. Thank you.

Writer 2.6
First I look over writer’s essay finding the grammar mistakes. Write them
down and then show them to the writer. It’s an interesting experience of my become I
never did this before especially edit on a foreigner essay. Secondly, when I edit other’s
essay, it’s a reflection of my own. Since this activity I will avoid the mistakes when
happened on other’s essay don’t happen on mine. Both of us are foreigners so we don’t
have a trustable grammar knowledge it would cause a further misunderstanding on both
of us.
Writer 2.7
The activity that we had last week which each one of us read other’s essay was
very helpful. Me as a responder I learned about his topic, ideas and a lot. His topic was
general and he focused on specific things that he think should be. The challenges that I
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faced as a responder on his essay was a punctuation and grammar. He missed punctuation
in some sentences and he put some commas at the end of each sentence.
Writer 2.8
In fact, it was a good activity to do in class because it showed as how
other think and showed us there ideas. Ibrahim paper was a good one, but he has some
grammar mistakes. Also, it has letters missing. In general his essay has a good subject
which is about fast food and the damage of it. He explained that the number of calories in
fast food and how impact on the body.
Writer 2.9
Actually I forget what he wrote about, but I think I helped him with the
grammar. Some of the word was missed the spelling. And I help him with that too. The
challenges that I faced was about the grammar because I need help with that too. I was
trying as I could to help him find the mistakes and fixed.
Writer 2.10
I think this activity was good but the problem is we have to learn more so
we can do this activity. As writer I do my best to write and the benefits are good for us to
know how to write, also, to let us learn good grammar. But about the responders this is
hard to remember what they write. So, I don’t remember my friend what he wrote.
Writer 2.11 –no journal
Writer 2.12
I read the essay of my friend, and the benefits are I learned about gun control and
what are bad things about gun control. Also, I learned the history of guns in United
States. The most helpful was learning about gun control. The peer responder is the writer
used the history of gun and how soes effect people and how does it make people sad
when they hear about people who kill by gun. I think the most difficult is the grammar,
because we are not native speaker and that our second language. We do not know is right.

60

Chapter 4
Discussion and Reflection

Chapter 4 is a discussion of the findings of the present study and the four
assumptions from Chapter 1. This chapter closes with a reflection on training peer
responders for content and grammar feedback.
Revisiting the assumptions
In qualitative research or mixed-methods research, TESOL asks researchers to
disclose their assumptions about their subjects, the subjects’ cultures, and their own
histories as language learners and teachers, which I did in the Preface and in Chapter 1.
Upon completion of the research, I am now rethinking my original assumptions and
disclosing what I have discovered through this project, as TESOL asks us to do here on
their website. I will address these throughout my reflections on the assumptions I made
prior to collecting data.
Qualitative data: Learner Journals (N=17)
Assumption 1: The researcher will be able to teach a peer editing technique that
multilingual writers and responders find valuable.
Researchers and teachers of multilingual writers should make it a goal not to
essentialize cultures represented in the participants. We take this to mean that we cannot
generalize about any group based on a small amount of data collected in action research.
The findings are not generalizeable to other classes or populations. As a researcher and
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temporary teacher of the English 112 class used in the present study, I came to them with
the experience of interning in English 112 one year earlier where there were 30 students
and eight interns taught by the thesis chair (Reeves). I had also taught in Korea for over
three years and in China for two, so I had some ideas about Asian students which may
have affected my teaching, data collection, and analysis. However, I maintained a
positive attitude towards all the nationalities in the classes, despite the number of errors I
found in their papers. Every student should have equal opportunities in classrooms. For
example, in the present study, writers were given voice because they had an opportunity
to express their personal opinions about the peer editing process benefits and challenges.
My perspectives did, however, change during the course of the research and these
changes shaped the data gathered. As I learned more about the students through
interaction, I could better understand their abilities, backgrounds, and motivation. The
introduction of the activity in the English 112 class will benefit the community of
multilingual writers and provide teachers with a useful activity to decrease the number of
errors in their essays. As a result of the guided peer editing activity with forms A and B,
eighteen writers and responders gained positive feedback and valuable insights into a
method that may improve their writing. Seventeen journal responses indicated that the
activity had considerable benefits and value. Initially, the researcher/teacher used final
drafts of comparison and argumentative essays from two sections to prepare for the
editing activity. Writers had to pair up and read each others’ essays for an understanding
of the content. They completed some of form A on essay content. Next, they moved on to
completing the main editing activity with form B. This form allowed a responder to fill in
the identified errors in their partner’s essay along with suggestions for the writer to fix
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those errors. Lastly, form C was used as a journal write that reflected on the guided peer
editing activity. The writers explained the benefits and challenges of this activity; also
the usefulness of it. The conclusion was noted as highly valuable; especially concerning
an increase in focus on grammar. This first assumption was correct for the present study
because the responses on the reflective journals explained a higher number of benefits.
Error identification
Assumption 2: Responders will be able to identify many of the local errors in grammar
and mechanics when they provide feedback for their peers.
I was clearly wrong to make this assumption. Due to time constraints and
unfamiliarity with the activity, writers did not identify most of the errors in the essays. It
is fair to say that a reasonable number of errors were discovered and corrected by the
writers for the overall improvement of their compositions. Local errors were discovered
at a high rate given the short time of the class periods. Both global and local grammatical
errors were discovered and corrected in many of the essays.
Response to peer suggestions
Assumption: 3: The writers themselves will consider the corrective feedback from peers
and will be able to decide if correction is needed based on feedback to a limited degree.
The writers in both sections did effectively evaluate the feedback provided by the
responders. The assumption was met to a limited degree. Time constraints did play a role
in the number of suggestions of feedback that could be evaluated for use in the essays. In
each form B handout, corrections were given by a responder and mistakes and errors
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were corrected according to the writers’ knowledge of grammatically correct sentences.
In Section 1, writers accepted more suggestions for corrections than Section 2. Section 1
may have had stronger ability in grammar and identifying mistakes. I noticed in Section
2 that many suggestions were rejected by the writers and they were correct in their
analysis of the suggestions. Many of those suggestions were stylistic choice suggestions,
but were found by the instructor as not grammatically incorrect. To return back to a point
explained earlier, writers should have more experiences with this type of activity.
Writers should have more experience observing and evaluating feedback from peers and
the instructor for this assumption to take shape.
Difficulty of editing task
Assumption 4: Writers and responders will have some difficulty with this activity until
they become more experienced with the process.
This fourth assumption was true for the writers and responders. The peer response
process takes time to acquire an increase in skills among students. Moreover, students
need to focus on focus on particular grammar points for each activity. For instance,
global errors or local errors that have patterns of difficulty in the class can be focused on
individually in different activities. Instances of mistakes can be overlooked and excluded
from the peer editing activities for grammar because students can practice more selfcorrection to address them. The guided peer editing can be increasingly less guided as
writers become more independent and autonomous. As writers familiarize with this type
of activity, they may overcome apprehension in writing and maximize the benefits
present (Reeves, 1997). Daily writing and an increase in activities that focus on grammar
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and error correction will increase the writing skills of writers. This daily writing can
strongly increase fluency as well as decrease apprehension (Reeves, 1997).
Further, writers and responders were slow to complete Form A and B of the
activity, but they showed enthusiasm and effort. To illustrate this, it is important to note
that both sections followed the instructions and asked questions when misunderstandings
had occurred. In form C, the challenges of the activity were described that gave insights
into concerns over difficulty. For instance, some students felt that they were beginners
and their grammar understanding was too weak. Others explained that peer responders
had difficulty in providing adequate suggestions for changes in their essays. It is fair to
conclude that this assumption was true and students did have difficulty with this process.
Training Peer Responders for Content and Grammar Feedback
Overall, the activity in the present study has great potential for helping writers,
but training the students should be a key focus when implementing this in the future.
There were large disparities in the number of errors discovered by peer responders and
the total number of errors the instructor found. A general pattern was overcorrection by
the writers’ peers, and this is something teachers want to avoid because it may cause
apprehension (Reeves, 1997). Peer responders were also not familiar enough with the
activity. Considering improvement in effectiveness, this could be taught in three class
periods rather than just one.
In weeks three, six, and nine of an 11-week quarter, peer response activities can
be included in the curriculum. Students should be trained on how to complete a peer
response activity for both content and grammar. On week three for the first class period,
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an instructor may train students with a piece of writing from students or an outside
source. Together as a class, students may help the instructor with the corrections of the
grammar in the writing as well as discussion of the content of the writing. The instructor
may use minimal or modified minimal marking to address errors on the sample writing.
Explanations of the grammar codes may be provided to students so they understand what
each type of error is. For instance, punctuation errors, comma errors, usage errors,
omission errors, and verb errors can be explained with letter coding. Clear directions on
the peer response activity should be explained and the point of having recursiveness with
their writing should also be explained. After completing the training for peer response
with grammar, content will be the focus for week six in the quarter.
In week six, a class period can be used for the teaching of peer editing for content.
When draft two is complete, writers will go through the peer editing process to check
writers’ understanding of content in writing. Students should read each other’s writing to
see if they met the requirements for content. A form can be completed that addresses
specific criteria for content.
Lastly, on week nine students can complete their final peer editing activity with a
focus on grammar. As instructed in the training period, they will correct final drafts of
students’ writing to allow students a last chance of editing for their final completed draft.
When given their grade, it may be written as the final draft grade over rough draft grade
to show the difference in their drafts. In conclusion, this three class period process for
peer editing will be more beneficial to students because the expectation is that students
will identify and correct a significantly higher number of errors than in the present study
with only one class period. The data suggests that instructors should focus on the specific
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patterns of errors that most frequently occur across both sections. It is important to focus
on the specific grammatical points because there is limited classroom time and errors are
more important to address than mistakes. Mistakes are performance based and can be
self-corrected, and errors are competency based and need outside instruction to address.
In Chapter 3, usage errors and whole sentence revision errors were the most common
patterns of errors. Examples of usage errors are incorrect preposition use or wrong uses
of phrases and clauses. Examples of revision errors are sentences with an overload of
syntax errors or sentences with a high combination of some or all errors from the tables
with the categories of errors.
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Chapter 5
Conclusion: Research Questions, Limitations, Recommendations, and Final Reflections
In this chapter, I will answer the research questions based on the findings,
consider limitations of the present study, make recommendations for future researchers,
and offer final reflections on what I learned from conducting this research.
Research Questions Answered
The purpose of this qualitative quasi-experimental case study was to introduce a
guided peer editing activity in a composition class for multilingual writers in order to
answer the following research questions.
1) How do multilingual writers respond to being taught a peer editing activity and to
identify errors in final drafts of their own and peers’ compositions and what were the
noted challenges?
All 17 writers who wrote the journals found the editing activity beneficial, but
challenging. In discussion with the thesis chair, we posited reasons why it was
challenging beyond the reasons they stated—new experience, limited grammar and
punctuation knowledge, unable to understand peers’ suggestions, perception of difficulty
of grammar application, difficulty of locating and correcting mistakes in peers’ writing,
lack of confidence in their own ability to help other multilingual writers, differences in
students’ backgrounds and cultures, lack of confidence in the responder’s feedback, and
writers need to read and edit their own work before giving it to a peer—they need to
avoid careless mistakes that might annoy peer responders. Even though only one writer
wanted peers to take more responsibility for carelessness in the drafting, it is noteworthy
that this point of view is consistent with my view that English teachers need to help
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writers become autonomous by engaging in minimal marking recommended by Haswell
(1984) and Reeves (1997), for example. On the other hand, it is true that there could be
cross-linguistic misunderstanding, so, for example, a Saudi peer responding to a Japanese
student’s draft may think the Japanese student was careless in leaving out articles when in
fact the Japanese writer honestly does not know when and where to place articles.
Teachers must be very sensitive to such misunderstandings and provide some basic
lessons about how each language is different and each writer has different challenges,
encouraging those who do understand articles to be patient and informative about when
and why to use them. In this way, collaboration can be encouraged.
A Saudi professor, Nada AbiSamra (2003), of the University of Beirut writes,
“Most of the errors are caused by an over-application of L2. We do need to incite our
students to speak English at home and with their friends in order to reduce the number of
mistakes due to Negative L1 transfer, but we also need to try to teach more effectively
the rules and conventions of writing” (p.). Once the class has experience with error
location and correction, the instructor could note the most common errors and teach
particular rules and conventions explicitly, so the next time writers will be able to locate
errors more effectively in their own and in peers’ drafts.
2) How many errors in mechanics and usage can multilingual peer editors identify and
correct in other writers’ final drafts of essays?
Through this research, all 18 writers in both sections found a low number of the
total errors in mechanics and usage in their peers’ essay drafts. Section 1 peer editors
found a total of twenty-three errors in the writers’ essays. Overall, Section 2 had more
difficulty in identifying and correcting errors than Section 1. Section 1 was allowed to
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complete the peer editing sheets at home and return them the next day; Section 2 was
required to complete the sheets in class. The added time may have contributed to the
identification and correction of more errors. The most common errors across the sections
were usage and whole sentence revision errors. Errors most commonly identified and
corrected in Section 1 were usage and omission errors. In a total of six essays, sixteen
errors were identified and corrected properly by responders. Section 2 had mostly
spelling errors identified and corrected by peer editors. The twelve essays in Section 2
had a total of nine errors properly identified and corrected. In both sections, writers need
a lot more practice in understanding and identifying errors in their own and others’
writing, because there was a large difference in the number of errors discovered and
corrected by peers and the total number of errors discovered by the primary
investigator/instructor. Writers’ culture and language experience influence the outcome
of what particular errors they can identify and correct. The ability to identify certain
errors often depends on the first language of the writer. For example, Russian and
Japanese do not have articles, so they may have problems with articles while Saudi
students may have problems with syntax because of the influence of Arabic syntax. This
is an example of negative transfer in writing.
3) How many of the errors identified by responders do writers perceive as errors and
choose to change before submitting their final drafts?
The 18 writers participating in the activity from both sections were provided with
suggestions about grammatical changes that could be made in their essays. The six
writers in Section 1 accepted 27 of 43 perceived errors identified by peers and chose to
make those corrections in their essays before submitting their final drafts. In Section 2,
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the twelve writers accepted 27 of 54 errors and corrected them before submitting their
final drafts. This suggests that these 12 writers did not fully trust the corrections made by
peers. Considering that this is a new activity for them, many students may not have
confidence in their peers’ suggestions or do not feel their peers had the ability provide the
correct forms. We may conclude that writers and responders need more experience with
this type of activity for peer editing to be more effective. At the same time, we need to
provide responders with a kind of hierarchy of error so that they are trained to ignore
lower order errors that do not impede comprehension, such as articles and prepositions
among Japanese writers. It would not be time well spent to list all article errors. We
would want responders to focus on clarity of meaning and effectiveness of conveying
their messages in their essays.
4) What do responders and writers self-report about the benefits of this guided peer
editing activity?
All 17 writers who completed journals found a number of benefits for the activity.
In Section 1, the benefits for responders include the following: an increase in focus on
grammar, understanding their own writing better, better at negotiating what the writer is
trying to say, helped to share errors with writers, and learning about other writers’
backgrounds or culture. The benefits of writers in section one include: a focus on
grammar, learning to write more slowly and carefully, sharing errors with responders,
and sharing their background or culture with responders. The highest benefit for
responders and writers in section one were a focus on grammar. Grammar is a necessary
part of instruction in writing and the activity solidly benefits students to increase their
ability of identifying and correcting grammar mistakes.
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Additionally, writers in Section 2 described numerous benefits of the activity in
their journals, and some of the benefits matched the responses in Section 1. The benefits
for responders were as follows: an increase of focus on grammar, understanding their
own writing better, read more carefully for corrections, and learn to be more encouraging
to memorize skills. The writers’ benefits included focusing on grammar, learning to write
more clearly, obtaining positive feedback, and learning to be more encouraging to
memorize skills. For responders and writers in this section, the most noted points were a
focus on grammar and a better understanding of their own writing. All 17 writers showed
an appreciation for the focus on grammar and editing. The activity fits a whole language
approach to grammar instruction.
Limitations
Though data were collected as convenience samples in two sections of English
112, there was never any intention to make comparisons of the two because the
researcher did not control for difficulty of writing task, time allowed for the activities, or
setting of the peer editing. These aspects were all determined by the instructors, so the
variables were not controlled for. Section 1 could not complete the editing Form B in
class due to time constraints, so the instructor allowed them to complete it at home,
which probably affected their performance because they found more errors than Section
2, who did the entire activity in class on the same day.

Recommendations for Future Research
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Action researchers in the future might consider doing the following to build on
the present study by trying to answer these research questions.
1. How will writers respond to the guided peer editing activity when the focus of
errors is narrowed to specific local or global errors?
2. How will writers perform in editing when more scaffolding is provided before the
activity?
3. What kind of and how much instruction will increase responders’ ability to
identify and correct a higher percentage of errors in their own writing and in their
peers’ writing?
Recommendations for Teaching Editing
Instructors in the field of ESL should consider the benefits of the peer editing
process in the present study for several reasons. For instance, when teaching editing,
teachers can have role reversal as emphasized through the research, and two authors
noted the importance of this as a focus for the process approach to writing. It is highly
valuable for editing and revising students’ writing. Hui-Chin Yeh and Yu-Fen Yang
(2011) explain, “Teachers are encouraged to plan their teaching based on students' needs
from the student-centered perspectives. Of the many teacher training programs, teacherstudent role reversal is regarded as one of the most effective avenues to help teachers
identify students' learning difficulties and further provide adaptive instruction” (p. 351).
The prospective teachers experience is an exceptional model to help understand the
challenges that students are faced with in writing. When they play the role of a student it
provides a new understanding in revision processes and editing. Teachers should gain an
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understanding of their students in all composition classes. Specifically, ESL writers need
opportunities for feedback in more than just one way. Through teacher directed
scaffolding and peer editing, writers can progress to increasingly higher levels of
competency. Peer editing fits a student-centered approach that should be employed in
every classroom.
Final Reflections
The action research in this present study suggests positive outcomes for
guided peer editing at the college level for a number of reasons. Initially, the activity has
writers focus on grammar, which is a key part of their English language acquisition and
academic discourse. A high level of grammar competence among writers will provide
greater freedom in sentence constructions, writing organization, rhetorical choices in
writing, and will allow them to become stronger writers in general. Having the ability to
identify and correct mistakes given by peers will improve the grammar of students.
Instruction should focus on patterns of error that the majority of writers make, and this
can influence grammar lessons. Instructors can focus on errors such as usage errors,
punctuation errors, verb form errors and other kinds of errors. More experiences with this
type of activity in multilingual classrooms can provide students with numerous benefits.
Benefits for responders in Section 1 were as follows: focus on grammar, understanding
their own writing better, negotiating what the writer is trying to say, responder can share
errors with the writer, and can learn about others’ background or culture. Writers found
the benefits as a focus on grammar and learning to write more slowly and carefully.
Additionally, in Section 2 many benefits were given. For example, a high number
of instances were written on having an increase in focus on grammar for the activity.
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Other benefits were written as follows: helped responders understand their own writing
better, helped responders to read carefully for corrections, and helped them to learn to be
more encouraging to writers to memorize skills. Also, writers benefit from a focus on
grammar rather than only content. It helped writers write more clearly, and the activity
provided positive feedback. All in all, student responses were positive for benefits across
both classes and challenges can be addressed with more time spent on scaffolding,
training, and instruction with the activity. The present study combined with the review of
literature on the use of peer editing support having this activity in all multilingual
composition classrooms; also it should be included in many other types of composition
curriculums as well.
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Appendix A
Consent form
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Appendix B
Prompt for Section 1 and essays
Essay #2 Cultural Similarities and Differences

Name:___________________
Date:___________________

Genre: Argumentative/Exposition
Purpose: -To establish a character’s actions as admirable.
-To connect your life to the actions of the character in the book.
Organization 5 Paragraphs:
1. Introduction- Tell me which character in the book you found most admirable.
Why do you this character the most admirable? What things does he do in the chapters
you’ve read so far that make him admirable? Be sure you give me at least 1 thing this
character has done and answer all of the 5 W questions. Who? What? Where? When?
Why? and if necessary how?
Finally, copy the following statement “Similar to the actions of
____________________ I have done many admirable things in my own life.
2. Body- This is where you give me 3 developed paragraphs about things you
have done in your life that can be considered admirable. Be sure you give me all the
details of the things you have done, and tell me why this is so admirable? Were your
actions required by your culture, religion, or family? Start each paragraph with the
following sentences.
3. Conclusion – Here you must tell me what the admirable things you have done
have in common with the actions of the character you chose. If you do not think there is
anything in common, please be sure to tell me why you think this and do your best to
prove it. What makes your actions so different?
Evaluation (20 points Each):
1.
2.
3.
4.
5.

Developed a well thought out conclusion
Answered all questions
Wrote 3 well-developed paragraphs
Developed an introductory paragraph by answering 5 W’s.
Wrote at least 500 words
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_____
_____
_____
_____
_____

Writer 1.1 essay
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Writer 1.3 essay
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Appendix C
Prompt and essays for Section 2
Argumentative Research Essay
For this unit you will pick an arguable topic in your field of study. If you have a hard
time finding a topic, please contact a professor in your department and ask them for a
suggestion.
In this unit you will:
•
•
•
•
•

Investigate a topic.
Collect, generate, and evaluate evidence of that topic.
Establish a position on the topic in a concise manner.
Follow the basic structure and outline of an argumentative essay.
Find texts related to this question or topic that can be analyzed. You could analyze
articles, films, news programs, websites—anything that you think might help you learn
more about your topic. A minimum of 7 sources is required. 1 source must be from a
peer-reviewed journal.

Successful essays will:
1.
2.
3.
4.
5.
6.
7.
8.

Offer a unique thesis based upon the analysis that you’ve conducted.
Use research and credible scholarly evidence to support a unique argument.
Include a clear central claim (or thesis) that states your position on the topic at hand.
Support the central claim with reasons and evidence.
Consider and respond to the plausible reactions to your argument in your essay.
Raise questions for further study on this topic.
Include proper documentation of all outside sources
Minimum of 5 pages in MLA FORMAT.

Please consider these additional questions:
•
•
•
•

Have you established a clear context for your argument?
Is your argument significant? That is, have you established that your topic, and your
position on it, contributes to an ongoing academic conversation to your field of choice?
Are your premises and claims supported by credible reasons and academic evidence?
Did you establish a clear thesis and provide a roadmap for your readers so they can easily
follow your argument?
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Writer 2.3 essay
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Writer 2.7 Essay
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